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Qualities of Effective Principals isn't devoted to Hollywood-style heroic school 
leaders; it isn't even about them. In fact, Jim Collins (2001), in Good to Great, 
found that “larger-than-life, celebrity leaders who ride in from the outside are 
negatively correlated with taking a co mpany from good to great” (p. 10). 
Instead, this book on what makes principals effective is concerned with the 
unsung heroes who do their jobs day after day, year after year, and make a dif- 
ference in the lives of young people. Thus, we dedicate this book to all car- 
ing, committed, and capable school principals everywhere. 
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o principals factor into student success? In Qualities of Effective 
D Principals, we answer this question with a resounding YES! In fact, 

among school factors, the effect of principals is considered second 
only to that of teachers in facilitating student learning (Ieithwood, Seashore 
Louis, Anderson, & Wahlstrom, 2004; Marzano, Waters, & McNulty, 2005). 
Highly effective principals are considered “the key to initiating, implement- 
ing, and sustaining school success” (‘Tucker & Codding , 2002, p. 253) and 
“«mperative to high student achievement” (Anthes, 2005, p. 1). Consequently, 
principals are expected to promote and develop the school vision, empower- 
ing stakeholders to build and maintain the conditions necessary for the suc- 
cess of all students. 

The nature of the principal’s role has changed significantly in the past two 
decades, from primarily managerial to that of manag ement and leadership 
(Lashway, 2002b; Murphy, 2003; Shellard, 2003; Tucker & Codding, 2002). 
Despite the recent emphasis on instructional leadership, principals continue 
to be responsible for traditional duties such as facility management, budget- 
ing, school safety, and student discipline—tasks that co ntinue to absorb a 
considerable amount of their time (Do yle & Rice, 2002; Lashway, 2002b; 
Tirozzi & Ferrandino, 2001). 

Due to the increasing number of responsibilities required of principals, 
it is not surprising to find that long hours are spent on the job. Elementary 
school principals work an average of 62 hours per week (Groff, 2001), while 
middle and high school principals spend successively greater amounts of time 
on the job (DiP aola & Tschannen-Moran, 2003). Although it is g enerally 
agreed that the principals’ role has evolved in recent years, there is no clear 
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definition of that role and no method to balance the esponsibility of instruc- 
tional leadership with the my riad of other demands o n their time (P ortin, 
Schneider, DeArmond, & Gundlach, 2003). Given the competing demands 
for precious time, it is imperative not only that principals do their work well, 
but also that they do the right work. 

One essential ingredient for success in educ ation or any business, for 
that matter, is effective leadership. Ken Chenault, CEO for A merican 
Express, captured this sentiment well: “Most companies maintain their 
office copiers better than they build the c apabilities of their people, espe- 
cially the ones who are supposed to be future leaders” (cited in Colvin, 2007, 
p. 100). If we are to succeed as an educational enterprise in a highly com- 
petitive world, then we must embrace leadership de velopment—not in a 
cursory fashion, but rather in an ongoing, comprehensive, sustained man- 
ner. It is for this purpose—leadership development—that we have written 
Qualities of Effective Principals. We hope you find it of value to your organ- 
ization and your leadership team. 


Conceptual Framework for the Book 


The framework for Qualities of Effective Principals is provided in Figure I, 
which outlines eight key qualities for understanding and pioritizing the prin- 
cipal’s work. 

Although we can comfortably identify the major components of the prin- 
cipal’s work, interestingly, “we know much less about ho w—or how much 
principals carry out these functio ns on a daily basis” (Lashway, 2002a, p. 2; 
also, see Spillane, Halverson, & Diamond, 2001). Nonetheless, these qualities, 
based on our review, do capture well the essence of the principal’s work. 

Each quality serves as the basis of discussion for the eight chapters 
included in Part 1. Additionally, the style and format by which we present the 
findings are designed to be user-f riendly, providing easy-to-use summar ies 
and tools for reference. 

Qualities of Effective Principals is based primarily on existing research, 
although we also include applicable policy and theoretical perspective. Specif- 
ically, the sources considered in creating this synthesis of principal eftective- 
ness include empirical studies of pr incipal practice as linked to student 
achievement, case studies of principals, meta-analyses of principal effective- 
ness, and other reviews of research. 
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Principal Quality Description 
Quality 1: The principal fosters the success of all students by facilitating the 
Instructional Leadership development, communication, implementation, and evaluation of 
a shared vision of learning that reflects excellence. 
Quality 2: The principal fosters the success of all students by advocating, 
School Climate nurturing, and sustaining a positive and safe school climate for 
all stakeholders. 
Quality 3: The principal fosters effective human resources administration 
Human Resource Administration through the selection, induction, support, and retention of quality 
instructional and support personnel. 
Quality 4: The principal conducts meaningful, timely, and productive evalu- 
Teacher Evaluation ations of teachers and other staff members in order to suppor 
ongoing performance effectiveness and school improvement. 
Quality 5: The principal fosters the success of all students by supporting, 
Organizational Management managing, and overseeing the school’s organization, operation, 
and resources. 
Quality 6: The principal fosters the success of all students by collaborating 
Communication and Community Relations | effectively with all stakeholders. 
Quality 7: The principal fosters the success of all students by demonstrating 
Professionalism integrity, fairness, and ethical behavior. 
Quality 8: The principal's leadership results in acceptable, measurable 
The Principal's Role in Student progress based on established standards. 
Achievement 














The research findings and recommended practices identified in the book 
should be familiar to many school leaders. For effective principals, the book 
should serve as a review and reminder for continued improvement. For devel- 
oping school leaders, the same findings serve to build awareness as they take 
steps to enhance their effectiveness. By focusing on principal effectiveness, our 
ultimate goal is to improve the educational experiences and achievement of 
the students we serve in our schools. 


Parts of the Book 


Qualities of Effective Principals is designed to serve as a resource and reference 
tool for school leaders and their super visors. It identifies elements of effec- 
tive leadership within eight broad categories and points readers interested in 
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further exploration to the research studies and reviews used in the prepara- 
tion of the text. The book is divided into two parts. 


* Part 1 provides a research synthesis useful in de veloping a pr ofile of 
what an effective principal should know and be able to do. 

* Part 2 contains checklists for principal effectiveness, along with qual- 
ity indicators and red flags that are tied to the eight identified quali- 
ties. It also provides an annotated bibliography for selected sources that 
we considered central to understanding the effective principal. 


In Part 1, the first seven chapters address major aspects of a principal's 
job responsibilities and practices. In the final chapter, we turn our atten- 
tion to the direct impact of principals on the ultimate goal of leadership— 
student success. Within each chapter , information is organiz ed into 
categories of characteristics or behaviors that ar e supported by existing 
research on important aspects of pr incipal effectiveness. Summaries of 
research are provided in a straightforward manner in each chapter, with a 
list of key references to guide the interested reader to further information 
on the topics. 

Part 2 of the text provides checklists to assess principal skills, quality indi- 
cators to look for in effective principal performance, and red flags for inap- 
propriate or ineffective principal performance. This portion of the book 
focuses on helping principals apply the qualities of effectiveness to improve— 
whether the improvement is self-diagnosed or the result of supervisor assis- 
tance. In par ticular, the chec klists and qualities should be helpful in 
converting research findings into more effective practice. Part 2 also contains 
an annotated bibliography of selected sources, a matrix of those sources tying 
them back to the eight principal qualities, and a complete reference list. We 
hope that the annotations are useful for those who would like a convenient 
summary of the research. 


Uses for the Book 


By identifying and carefully considering the attributes of quality leadership, 
we can be better equipped to identify links between leadership processes and 
desirable school and student outcomes. Thus, Qualities of Effective Principals 
is aimed at improving the quality of principal performance and the learning 
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community in which they w ork. In this effor t, the book can be a valuable 
resource for the following audiences: 


* Principals who desire to improve their own performance through analy- 
sis and reflective practice. 

* Administrators who supervise and evaluate principals and assistant prin- 
cipals. S taff de velopment specialists who plan and deliv er training 
focused on improving school leadership. 

* Human resource specialists who are responsible for recruiting and select- 
ing high-quality principals and assistant principals. 

* Professors of educational leadership who can employ the book’s research 
synthesis in their leadership programs. 

* Policymakers and their staffs who are responsible for developing 
tools and strategies for state or district leadership development pro- 
grams and processes. 


For any user of the boo k, we attempt to make c lear that there are only 
two things, beyond safety, that really count in schools and school leader- 
ship: (1) teaching and learning, and (2) supporting teaching and learning, 
And it is to these ends that we hope you find Qualities of Effective Prin- 
cipals beneficial. 


Related Resources: Anthes, 2005; Colvin, 2007; DiPaola & Tschannen-Moran, 2003; Doyle 
& Rice, 2002; Groff, 2001; Lashway, 2002a, 2002b; Leithwood, Seashore Louis, Anderson, & 
Wahlstrom, 2004; Marzano, Waters, & McNulty, 2005; Murphy, 2003; Portin, Schneider, 
DeArmond, & Gundlach, 2003; Shellard, 2003; Spillane, Halverson, & Diamo nd, 2001; 
Tirozzi & Ferrandino, 2001; Tucker & Codding, 2002. 





What It Means to Be 
an Effective Principal 





Part 1 of Qualities of Effective Principals focuses on the research 
useful in developing a profile of an effective principal. Following 
the Introduction, the eight chapters of the text addr ess major 
qualities of principal effectiveness. Chapters 1 through 7 provide 
an extensive review of the key r oles and responsibilities of 
building-level school administrators. Chapter 8 ser ves as a 
culmination for the boo k by exploring the effect of effectiv e 
principals on school improvement and student success. 








Instructional Leadership: 
Supporting Best Practice 











Beth entered the education profession as a middle school science teacher who 
wanted to make a difference in the lives of her students. After teaching for a 
number of years, she wanted to accomplish more than the work that she could 
do within her classroom and, thus, became a grade-level chair. Beth also 

worked on the district’s science curriculum committee, and then began taking 
classes at the university at night t earn her administrative and supervision 

license. Beth was an outstanding teacher, and her first administrative post- 
tion as the assist ant principal for instruction seemed tailor-made for her 
strengths. Her instructional expertise and knowledge of curriculum provided 
her with a sound foundation for leading instructional efforts in her school. 

Beth’ office walls looked like a strategic command center of data disaggre- 
gation and data tracking. She traveled through classrooms daily, observing 
instruction and student lear ning. Her observations helped her to identify 

classroom needs and strengths. She collaborated regularly with grade-level 
teams to monitor the needs of students and t o determine strategies and 
resources that could better support students and teachers. And she continued 
to meet with students t 0 talk about their education g oals and progress. In 

essence, Beth is committed to make teaching and learning in her school the 


most positive experience it can be. 


ne major emphasis in the educational arena in the early 21st cen- 


tury has been the co ntinuing demand for gr eater accountability 


to increase student performance. National and state expectations 


require schools to ensur e that all students achie ve mastery of curriculum 
objectives, and local schools focus o n implementing those requirements to 
the best of their ability. As a result, leading instructional efforts in a school has 


evolved into a primary role for school principals. 
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In order to meet the challenges associated with national and state expec- 
tations, principals must focus on teaching and learning—especially in terms 
of measurable student progress—to a greater degree than heretofore. Conse- 
quently, today’s principals concentrate on building a vision for their schools, 
sharing leadership with teachers,and influencing schools to operate as learn- 
ing communities. Accomplishing these essential school improvement efforts 
requires gathering and assessing data to determine needs, and monitoring 
instruction and curriculum to determine if the identified needs are addressed. 
This chapter summarizes existing research related to instructional leadership 
and methods principals use to exhibit and harness that leadership to meet 
their school goals. In particular, we focus on the following goals: 


* Building and sustaining a school vision 

* Sharing leadership 

* Leading a learning community 

* Using data to make instructional decisions 
* Monitoring curriculum and instruction 


Figure 1.1, at the end of the chapter, outlines key references relating to these 
elements of instructional leadership. 


Building and Sustaining a School Vision 


If you are not sure of where you want to go, how will you ever get there? 
Furthermore, how will you know when and ho w to take corr ective action 
along the way? And how will you know when you've arrived at the destination? 
A successful principal must have a clear vision that shows how all components 
of a school will operate at some point in the future. Having a clear image of 
their schools helps principals avoid becoming consumed by the administrative 
requirements of their jobs. In fact, principals may need two types of vision: 
one vision of their schools and the r oles they play in those schools, and 
another vision of how the change process will proceed (Manasse, 1985). 
Clearly, multiple role expectations exist for school leaders. All schools 
need principals to exercise their roles as instructional leaders who ensure 
the quality of instruction (Portin et al., 2003). Thus, there is a need to spend 
time in classrooms observing the process of teaching and learning while 
also balancing other needs such as student safety and parent relationships. 
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Fulfilling these multiple responsibilities well requires principals to possess 
an inner compass that consistently points them toward the future inter- 
ests of the school, never losing sight of their schools’ visions, missions, 
and goals. 

Successful principals understand that it is impor tant to establish 
clear learning g oals and garner school wide—and e ven co mmunity- 
wide—commitment to these goals. The development of a clear vision and 
goals for learning is emphasized by principals of high-achieving schools 
(Leithwood & Riehl, 2003). They hold high expectations that teachers 
and students will meet these goals and hold themselves accountable for the 
success of the school. These principals provide emotional support for 
teachers and are viewed as possessing the ability to foster positive inter- 
personal relationships. They protect instructional time by limiting loud- 
speaker announcements and scheduling building maintenance to minimize 
disruptions. They ensure that student progress is monitored through the 
continual aggregation and disaggregation of student per formance data 
that are directly related to the schools mission and goals. Principals of high- 
achieving schools are confident that they will accomplish their vision and 
goals despite challenges and setbacks and, thus, serve as role models for 
staff and students (Cotton, 2003). And when milestone achievements are 
reached, those successful results are celebrated. 

The following conclusions can be drawn from the research related to the 
role of the principal and building and sustaining the school’s vision: 


* First and for emost, principals need to hav e a c lear vision for their 
schools (Manasse, 1985; Zmuda, Kuklis, & Kline, 2004). 

Schools need principals who strive to ensure the quality of instruction 
in their schools (Harris, 2007; Marzano et al., 2005; Portin et al., 2003). 
Principals of high-a chieving schools expect tea chers and students to 
meet the schools’ goals (Leithwood & Riehl, 2003). 

Principals of high-achie ving schools are confident that their schools 
can meet their goals (Cotton, 2003). 

Principals who focus o n school impr ovement have more effective 
schools (Shen & Hsieh, 1999). 

Principals of high-achieving schools communicate to all stakeholders 


that learning is the school’s most impor tant mission (Cotton, 2003; 
Marzano et al., 2005). 
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Sharing Leadership 


Guiding a school staff to r each a co mmon vision requires intensive and 
sustained collaboration. After all, it is the expertise of teachers upon which any 
quality educational system is built. Wise principals know that going it alone 
makes meeting instructional goals virtually impossible. A key responsibility 
of school leaders is to sustain learning, and this can best be accomplished 
through leading learning endeavors that are focused on long-term out- 
comes rather than short-term returns. Additionally, distributing leadership 
throughout a school and providing for leadership succession are indispensable 
to a school’s success (Hargreaves & Fink, 2003). “Leaders influence others 
to understand and agree about what needs to be dme and how. This process 
requires the facilitation of individual and shar ed efforts to acco mplish 
common objectives” (Kyrtheotis & Pashiardis, 1998b, p. 3). 


Tapping the Expertise of Teacher Leaders 


There is no evidence of troubled schools turning ar ound without the 
influence of strong leadership. Effective leadership sets the dir ection and 
influences members of the organiz ation to work together toward meeting 
organizational goals. Principals can accomplish this essential r esponsibility 
by providing individual support, challenging teachers to examine their o wn 
practices, and securing models of best practice. Additionally, effective princi- 
pals develop and depend on leadership contributions from a variety of stake- 
holders, including teachers and par ents (Leithwood et al., 2004). As key 
instructional leaders, principals share their leadership with teachers to pr o- 
mote reflection and collaborative investigation to improve teaching and learn- 
ing. Subsequently, teacher leaders lead change from the classroom by asking 
questions related to school impr ovement, and they feel empo wered to help 
find the answer (Reason & Reason, 2007). 

In practical terms, principals talk to teachers, provide staff development, 
and support lifelong learning about teaching and learning (Blase & Blase , 
1999). They also create opportunities for teachers to work together and share 
teaching practices with one another. What they tend not to dg however, is to 
exhibit directive leadership styles (Mendel, Watson, & MacGregor, 2002). 
Consequently, principals are not the only instructional leaders in a school. 

In sharing leadership, principals collaborate with teachers to e valuate 
issues related to curriculum, instruction, and assessment. As part of this 
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collaborative process, teacher leaders provide valuable insight and ideas to 
principals as they work together toward school improvement. Principals 
who tap into the exper tise of teachers thr oughout the process of trans- 
forming their schools and increasing the focus on learning are more suc- 
cessful. And a valuable byproduct for principals who collaboratively focus 
on instructional leadership is that they are less likely to burn out (Marks 
& Printy, 2003). 


Collaborating in Leading 


Interestingly, some evidence suggests that female elementary school prin- 
cipals participate more actively in instructional leadership than their male 
counterparts. Also, they spend more years in the c lassroom before entering 
their first administrative post and, consequently, may possess greater knowl- 
edge in instructional matters (Cotton, 2003; Hallinger, Bickman, & Davis, 
1996). Perhaps most telling is the suggestion that because female administra- 
tors tend to assume a major instr uctional role as central to their w ork, they 
shape teachers’ attitudes regarding students’ ability to master subject matter, 
thus, having an indir ect effect on student outcomes through their teachers 
(Cotton, 2003; Hallinger et al., 1996; Hallinger & Heck, 1996). 

The research shows that effective principals (both men and women) facil- 
itate shared leadership and collaboration among their staffs to include the 
following: 


* Wise principals understand that they cannot reach instructional goals 
alone (Hargreaves & Fink, 2003). 

* Attaining school g oals r equires individual and shar ed effor ts 
(Kyrtheotis & Pashiardis, 1998b). 

* Effective instructional leaders believe that staff should collaborate and 
openly discuss instr uction and pr ogram administration collectively 
among all stakeholders (Blase & Blase, 1999). 

* Principals who distribute leadership across their schools contribute to 
sustainable improvements within the school organization (Hargreaves 
& Fink, 2003). 

* Highly successful principals develop and count o n the exper tise of 
teacher leaders to improve school effectiveness (Leithwood et al.,2004). 

* Principals need to create opportunities for teachers to w ork together 
(Mendel et al., 2002). 


Qualities of Effective Principals 





* Principals need to tap the expertise of teacher leaders in their schools 
in order to enhance improvement efforts and results (Marks & Printy, 
2003). 

* Principals need to functio n as the chief instr uctional leader of their 
school while balancing multiple responsibilities. However, to effectively 
foster student learning requires the exercise of distributing leadership 
(Tucker & Tschannen-Moran, 2002). 


Related Resources: Danielson, 2007; Donaldson, 2007; Dozier, 2007; Harrison & Killion, 
2007; Lieberman & Friedrich, 2007; Wade & Ferriter, 2007. 


Leading a Learning Community 


Today’s principals must become role models for learning while continually 
(or at least regularly) seeking tools and ideas that foster school impovement 
(Lashway, 2003). Simply put, schooling is organized around two key functions: 
(1) teaching and learning, and (2) organizing for teaching and learning. 
Thus, it seems clear that school principals need to manage the structures and 
processes of their schools around instruction. 


Principals as Learners 


Effective principals make student success piv otal to their w ork and, 
accordingly, pay attention to and co mmunicate about instr uction, curricu- 
lum, and student mastery of learning objectives, and are visible in the school. 
Learning needs to occur throughout an organization, and principals need to 
become participants in the learning process in order to shape and encourage 
the implementation of effective learning models in their schools. To illustrate, 
effective principals don't just arrange for professional development; rather, 
they participate in staff training pr ovided to their staffs. Additionally, good 
principals foster the idea of working together as a valuable enterprise because 
they understand that this kind of collaborative learning community ultimately 
will build trust, collective responsibility, and a schoolwide focus on improved 
student learning (Prestine & Nelson, 2003). 


‘Teachers as Learners 


Keeping staff informed about current research and practice and possess- 
ing a belief system that schools are learning communities are crucial to school 
success. Principals use a variety of staff development tools to focus aware- 
ness on research-based strategies that facilitate impr oved instructional 
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effectiveness (Blase & Blase , 1999). In an effor t to infuse instr uctional 
know-how across the entire faculty, the concept of an instructional leader 
needs to become broadened beyond that of increasing student learning. Prin- 
cipals also need to mobilize teachers’ energy and capacities. This requires a 
transformation of the learning cultur es of schools—a c apacity in which 
effective principals are adept (Fullan, 2002). 

To summarize, principals—that is, effective principals—support instruc- 
tional activities and programs by modeling expected behaviors and casistently 
prioritizing instructional concerns day-to-day. They strive to become a learner 
among learners. Involvement in curriculum, instruction, and assessment ar e 
crucial to the idea of instmctional leadership. As part of their ongoing instruc- 
tional leadership responsibilities, effective school principals are highly visible 
through contact and interaction with teachers, students, and parents, thus pro- 
moting the concept of a learning community (Marzano et al., 2005). 

Particular features of effective principals and their r ole in leading the 
learning community include the following: 


* Effective principals tend to the learning of all members of a school 
community (Lashway, 2003). 

* Effective principals also serve as participatory learners with their stafis 
(Prestine & Nelson, 2003). 

* Successful instructional leaders provide conditions through staff devel- 
opment that incorporate study of professional literature and successful 
programs, demonstration and practice of new skills, peer coaching, and 
use of action research focused on student data, and they study the effect 
of new strategies on students (Blase & Blase, 1999). 

* Instructional leadership requires a broader view that incorporates the 
expertise of teachers (Fullan, 2002). 

* Schools that work (i.e., that are successful by various measures) 
have leadership that provides meaningful staff development (Marzano 
et al., 2005). 


Using Data to Make Instructional Decisions 


Data sources inform and guide actio n, or at least they should. Without 
meaningful data it is impossible to maitor and evaluate the effectiveness 
of school initiatives. Effective principals skillfully gather information that 
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determines how well a school organization is meeting goals and use that 
information to refine strategies designed to meet or extend the g oals. 
Thus, they find themselves in a constant state of analysis, reflection, and 
refinement. They challenge their staff to reexamine assumptions about their 
work and how it can be performed. Beyond the ability to successfully gather 
and analyze school data, principals need to possess basic skills for using 
these data for setting directions, developing people, and reinventing the 
organization. The use of appropriate data helps to maintain a consistent 
focus on improving teaching and learning , and, consequently, effective 
principals accept no excuses for lack of success to improve student learning 
(Leithwood & Riehl, 2003). 

Many proponents of school impr ovement stress the impor tance of 
data-driven decision making. Today, school districts collect demographic, 
achievement, instructional, and perceptual data in an effort to improve teach- 
ing and learning. For example, information is gathered to diagnose student 
learning and to prescribe interventions that will best support students in 
need (Education Commission of the States, 2002). At the building level 
it is vital that principals employ data-gathering processes to determine staff 
and student needs. 

The demands that accompany high-stakes testing compel principals to 
guide their schools to learn from their results and experiences. Doing so will 
lead to coherence within a school and offer better oppor tunities to sustain 
results. Additionally, continuous improvement requires principals to exam- 
ine data and find means to a ddress inconsistencies with expected results 
(Fullan, 2005). 

Useful and properly mined data c an inform staff about the gaps 
between desired outcomes and the reality of the results. Furthermore, 
this knowledge should result in changes in practice. Encouraging staff to 
collect, analyze, and determine appropriate actions based upon the results 
should be a collective enterprise. When staff members assume an active 
role in the data anal ysis process, it promotes solutions and actions for 
improving results (Zm uda et al., 2004), and facilitating the activ e 
involvement of all staff in information gathering and analysis is the pre- 
rogative of the principal. 

A summary of key indic ators of the role of effective principals and 
gathering and using data in their schools is listed on the next page: 
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* Effective school leaders skillfully gather data and use them to deter- 
mine school effectiveness (Leithwood & Riehl, 2003). 

* Continuous improvement requires an examination of the data (Fullan, 
2005). 

* Greater results are achieved when principals encourage school staff to 
actively analyze data for improving results (Zmuda et al., 2004). 


Related Resources: Brimijoin, Marquisse, & Tomlinson, 2003; Guskey, 2003; Marzano, 2003; 
Parsons, 2003; Schmoker, 2003. 


Monitoring Curriculum and Instruction 


There are good reasons to focus on school leadership. The importance of the 
principal's role has never been gr eater, taking into co nsideration national 
accountability standards for schools and the likelihood that pr incipal job 
vacancies will increase in the near futur e. Not only do effective principals 
focus attention on curriculum and teaching, they also understand teaching 
and possess credibility in the ey es of their staff (Mazz eo, 2003). Schmoker 
(2006) suggested that too often school cultures discourage close scrutiny of 
instruction. He says that effective leaders can raise the level of importance by 
looking for evidence that curriculum standards are taught through the review 
of formative assessments, grade books, team lesson logs, and student work. 
Principals support instructional activities and pr ograms by modeling 
expected behaviors, participating in staff development (as noted earlier), and 
consistently prioritizing instructional concerns on a day-to-day basis. They 
strive to protect instructional time by removing issues that would detract teach- 
ers from their instructional responsibilities (Marzano et al., 2005). Moreover, 
principals in effective schools are involved in instruction and work to provide 
resources that keep teachers focused m student achievement. They are knowl- 
edgeable about curriculum and instruction and promote teacher reflection 
about instruction and its effect on student achievement (Cotton, 2003). 


Visiting Classrooms 


Principals build trust by supporting and nurturing teacher development by 
providing feedback that helps teachers to impwve. This is more likely to occur 
when principals exercise the collegiality of leadership. Additionally, principals 
are in the best position to help teachers improve in areas of weakness and can 
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accomplish this through observations and dialogue that sho ws respect for 
teachers as professionals (Cooper, Ehrensal, & Bromme, 2005). Ultimately, 
many principals spend too little time in c lassrooms or analyzing instruction 
with teachers. It is impor tant to evaluate the quality of teaching in or der to 
select and retain good teachers, which is discussed in more depth in Chap- 
ter 3. Principals must develop leadership skills that help them to build the 
intellectual capital that is necessary to make good curriculum choices, estab- 
lish expectations for student work, and provide teachers with opportunities to 
learn the specifics of teaching well within their academic areas. As such, leader- 
ship skills and knowledge of instruction must be tied together (Fink & 
Resnick, 2001). 


Monitoring the Curriculum 


Some educators believe that if a school organization is not meeting cur- 
riculum expectations established by state and local policymakers, the prob- 
lem is leadership. Principals must monitor how the curriculum is taught and 
participate in ho w it is de veloped. The kno wledge that pr incipals gain 
through this process can ensure that teachers understand the curticulum and 
have access to all the necessary tools and resources. They then can hold teach- 
ers, students, and themselves responsible for the results (Ruebling, Stow, Kay- 
ona, & Clarke, 2004). Not only do principals need adequate knowledge and 
skill to assess teacher performance, they also need a sense of self-effcacy that 
they can do so successfully. This is especially important when principals are 
faced with removing ineffective teachers. Knowing what is important about 
good teaching is differ ent from the ability to use that kno wledge well in 
stressful situations such as teacher r emoval. To do so successfull y requires 
that principals are confident in their ability not only to assess the quality and 
effectiveness of teachers but also to take the necessary actions when instruc- 
tion is weak (Painter, 2000). Evaluating teachers is addressed in more depth 
in Chapter 4. Existing research related to the role of the principal and mon- 
itoring curriculum and instruction indicates the following: 


* Effective principals possess knowledge of the curriculum and good 
instructional practices (Cotton, 2003) and, subsequently, focus their 
attention in their schools on curriculum and instruction (Mazzeo, 2003). 

* Effective principals monitor the implementation of curriculum stan- 


dards and make sure they are taught (Schmoker, 2006). 
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* Effective principals model behaviors that they expect of school staff 
(Marzano et al., 2005). 

* Principals are in a g ood position to support teacher effectiv eness 

through observations and conversations with teachers (Cooper et al., 

2005). 

Principals need to spend time in dassrooms in order to effectively 


monitor and encourage curriculum implementation and quality 
instructional practices (Fink & Resnick, 2001; Pajak & McAfee, 
1992; Ruebling et al., 2004). 

Teachers and principals feel it is important to have someone to steer 


the curriculum and prioritize staff development (Portin et al., 2003). 


Teachers too frequently view classroom observations as a means to 
satisfy contractual obligations rather than as a vehicle for improvement 
and professional growth (Cooper et al., 2005). 

In effective schools, principals are able to judge the quality of teaching 


and share a deep kno wledge of instr uction with teachers (F ink & 
Resnick, 2001). 
An effective leader promotes coherence in the instructional program 


where teachers and students follow a common curriculum frame- 
work (Leithwood & Riehl, 2003). 
Effective principals trust teachers to implement instiuction effectively, 


but they also monitor instruction with frequent classroom visits to ver- 
ify the results (Portin et al., 2003). 


Related Resources: Armstrong, 2007; Wise, 2001. 


A Final Word on the Power of Positive 
Instructional Leadership 


Nothing in the pr incipal’s role is more important for ensuring successful 
student learning than effective instructional leadership. School principals who 
focus on a vision for their schools nurture the leadership capabilities of their 
teachers. Additionally, if their schools are moving in the right direction, they 
model effective leading and learning. Combining these effor ts with using 
data appropriately, as well as monitoring what takes place at the classroom 
level, will incr ease the likelihood that schools will achie ve their goals for 
student learning. 
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Figure 1.1 Key References for Instructional Leadership, cont. 
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School Climate: 
The Heart of the School 











In preparation for development of their new school improvement plan, the 
school community and staff at Webber Elementary were required to conduct 
a school climate survey. The newly appointed principal, Helen Roberts, 
curious about the school climate factors at Webber, asked parents and staff at 
the monthly PTA board meeting to share their feelings on the topic. Parents 
commented that Webber was well-known for its excellent teachers and that 
parents felt welcome at the school. Another parent shared that her family 
had moved to the neighborhood because of the school’s excellent academic 
reputation. Teachers responded that they felt supported and worked as 
a team. Several parents inquired ab out the steadily increasing student 
enrollment of the school, and whether g rowth would affect the learning 
environment and school safety. Helen thanked the group members for their 
comments, acknowledging that the school’s positive climate and its culture of 
mutual respect and continual improvement would help ease the anticipated 


challenges that growth would bring. 


t has often been said that one can tell the climate of a school simply by 
entering the building. How does the school feel? Are the school’s vision, 
mission, and priorities clearly demonstrated? Do administrators and staff 


efficiently ensure that effective teaching and learning are taking place? Are 
members of the school co mmunity treated with respect? Is there a sense of 
pride in the school? Do staff members and stakeholders w ork as a team, a 
professional learning community? What level of community involvement is 
evident? When all is said and done, is there a sense that this school is a great 
place to learn and work? These and many other factors coexist to form the di- 
mate of a school. This chapter addresses the role of the effective principal rel- 
ative to school climate. In particular, we address the following issues, in turn: 
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* The principal’ role in fostering and sustaining school climate 
* Internal and external dynamics at work in the school 

* The importance of high expectations and respect 

* School climate, conflict, and crisis management 

* School climate and shared decision making 


Figure 2.1, at the end of the chapter, indicates key references for these issues 
about school climate. 


The Principal’s Role in Fostering 
and Sustaining School Climate 


Formally, school climate refers to the social and working relationships of staff 
and administrators. It is the school’s collective personality or atmosp here 
(Deal & Kennedy, 1983), including student and staff behaviors that help or 
inhibit teaching and learning, or instructional climate (Hallinger, Bickman, 
& Davis, 1996). Because school c limate affects teacher pr oductivity, the 
instructional quality received by students may be affected ( Villani, 1997). 
Likewise, the climate of a school affects its culture, or the belief system and 
manner in which tasks ar e accomplished—“the way we do things ar ound 
here.” Understandably, one of the more difficult tasks of the school leader is 
to change the prevailing culture of a school (Bar th, 2002). As we consider 
the qualities of effective principals, we need to be able to ansver the question: 
How do effective principals foster a positive school climate and culture with 
high expectations for student learning? 


The Relationship Between the Principal and School Climate 


It is well-established that there is a relationship between school leader- 
ship and climate, and that climate is a factor related to school effectiveness 
(Hallinger et al., 1996; Marzano et al.,2005). Although it may be possible for 
school leaders to enable school success without establishing a pr oductive 
and academically rigorous climate in the short term, long-term sustainabil- 
ity is unlikely. Consequently, the effective school leader's role in relation to fos- 
tering and sustaining a positive school climate 


* Involves students, staff, parents, and the community to create and sus- 
tain a positive and safe learning environment (Cotton, 2003). 
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* Uses knowledge of the social, cultural, leadership, and political dynam- 
ics of the school community to cultivate a positive learning environment 
(Piltch & Fredericks, 2005). 

* Models high expectations and respect for students, staff, parents, and 
the community (Cotton, 2003; Council of Chief $ tate School Offi- 
cers, 2002; Harris & Lowery, 2002). 

* Develops and implements a plan that manages conflict and crisis sit- 
uations in an effective and timely manner (Cornell & S heras, 1998; 
United States Department of Education, 2006). 

* Utilizes shared decision making to maintain positive school morale 
(Fink & Resnick, 2001; Leithwood & Riehl, 2003). 


Stakeholder Involvement in School Climate 


In creating a positive and safe learning envionment, the effective school 
leader involves the entire school community—students, staff, parents, central 
office personnel, and community members. Such a network of collaboration 
has the potential to strengthen the school in multiple ways through support 
of teaching and learning, by providing financial and volunteer resources, and 
by encouraging active involvement of students in the school and conmunity, 
among many other benefits. It is essential, however, that this collaboration is 
focused on the right work—that which supports the vision and mission of the 
school (Marzano et al., 2005). The role of the school leader, therefore, is to 
ensure that relationships are established that promote focused and desirable 
outcomes (Fullan, 2001). Therefore, when others become part of a collabo- 
rative school effort, time is spent in discussion of school goals and norms to 
reach consensus on what will be done and how it will be accomplished. This 
process may require vigilance on the part of the school leader to r edirect 
efforts that stray from the schools essential goals while acknowledging appre- 
ciation for time and effort spent and the input of others. 

The importance of stakeholder involvement in school success is well doc- 
umented. Cotton (2003) includes parent and community outreach as one of 
26 essential traits of effective principals; parents and others in the co mmu- 
nity are viewed as valuable sources of input and assistance. Meta-analysis 
of school leadership research by Marzano and colleagues (2005) cite the 
building of professional relationships between school leaders and staff as a 
crucial administrative responsibility. A study of school administrators in 
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Cyprus confirmed the importance of positive parent-school relations as one of 
10 factors evident in successful school leadership (K ythreotis & Pashiartis, 
1998b). In essence, the effective principal demonstrates understanding that 
efforts to make inter personal connections with students, staff, parents, and 


community members will pay large dividends in establishing a positive and 


productive school environment. 
How does the school leader form these intepersonal bonds, and what are 
the benefits? Some examples include the following: 


Greeting students and parents by name creates validation. 

Listening attentively builds trust. 

Seeking the assistance of local scout troops, church groups, and ath- 
letic associations encourages positive community relations; groups can 
assist in school projects such as clean-up and beautification efforts at 
the school. 

Encouraging volunteerism creates potential benefits in student achieve- 
ment, school safety, or other important areas within the school. 
Attending team or depar tment meetings demonstrates interest and 
affirmation of teachers’ work. 

Participating in parent conferences provides evidence of focus on stu- 
dent achievement, care for students, and willingness to address parent 
and teacher concerns. 

Showing interest in the perso nal lives and activities of teachers and 
support staff builds trust. 

Recognizing student and staff acco mplishments encourages pride in 
performance and achievement. 

Being visible in the building shows interest and involvement in instruc- 
tion and school activities. 

Holding orientation sessions for new students builds trust with fami- 
lies unfamiliar with the school. 

Providing necessary resources to staff to meet desired ends establishes 
credibility. 

Giving written feedback to staff in r esponse to their effor ts demon- 
strates appreciation, allowing two-way communication. 

Writing positive comments on student r eport cards and pr ogress 
reports allows the leader to show interest in student work and achieve- 
ment and builds trust with parents and pride in students. 
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Key Research Findings 


* There is a positive relationship between school climate and leader- 
ship, which affects overall school effectiveness (Barth, 2002; Hallinger 
et al., 1996; Marzano et al., 2005; Villani, 1997). 

+ Attempting to change the prevailing culture of a school is one of the 
more difficult tasks of the school leader (Barth, 2002; Fullan, 2001). 

* Relationship building and stakeholder involvement are of fundamen- 
tal importance in establishing and sustaining school success (Cotto n, 
2003; Fullan, 2001; Kythreotis & Pashiartis, 1998b; Marzano et al., 
2005). 


Related Resources: Barth, 2002; Cotton, 2003; Deal & Kennedy, 1983; Fink & Resnick, 
2003; Fullan, 2001; Hallinger, Bickman, & Davis, 1996; Kythreotis & Pashiardis, 1998a; Leith- 
wood & Riehl, 2003; Marzano et al., 2005; Piltch & Fredericks, 2005; United States Depart- 
ment of Education, 2006; Villani, 1997. 


Internal and External Dynamics at Work in the School 


The successful a dministrator understands the impor tance of the social, 
cultural, political, and leadership factors in creating and sustaining a positive 
school climate. In an era of rapid chang», it is imperative that leaders adapt and 
guide others through the change process while developing other school leaders. 
Through cultural change principals help create a school climate and culture 
that is conducive to learning (Fullan, 2002). According to research summarized 
by Kouzes and Posner (2002), a learning c limate characterized by trust and 
openness is the foundation for any successful organizational change effort. 


Establishing a Climate of Trust 


There is one thing that is common to every individual, relationship, team, fam- 
ily, organization, nation, economy, and civilization throughout the world—one 
thing which, if removed, will destroy the most powerful government, the most 
successful business, the most thr iving economy, the most influential leader- 
ship. ... That one thing is trust. (Covey, 2006, p. 1) 


Trust, in any r elationship—organizational or individual—is abso lutely 
indispensable to success. Without this simplest of ingredients in human inter- 
actions, we are bound for failure.’Thus, it seems abundantly clear that school 
leaders have a responsibility to model and foster trust in the school setting 
The issue of trust and professionalism is addressed in Chapter 7. 
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There are numerous facets of trust, including benevolence, openness, reli- 
ability, competence, and honesty (Tschannen-Moran, 2004), and in order to 
have credibility, school administrators must first demonstrate these qualities. 
Take honesty, for example. A worldwide survey that asked par ticipants to 
name the most important qualities for leaders consistently revealed four fac- 
tors that received over 50 percent of the vote—honest, competent, forward- 
looking, and inspiring (Kouzes & Posner, 2002). Of these, honesty has been 
identified as the single most impor tant factor in the r elationship of leader 
and constituents. Because of the principal's power to influence relationships 
in the school, the successful leader establishes and maintains a cultue of trust 
by demonstrating honesty on a daily basis through words and actions 
(Tschannen-Moran, 2004). Subsequently, maintaining trust allows ongoing 
relationship-building between the leader and constituents, improving school 
climate as well as providing the foundation of trust necessary to permit the 
inevitable changes that will occur in schools. As Fullan (2002) stated: 


The single most important factor common to successful change is that relation- 
ships improve. If relationships improve, schools get better. If relationships remain 
the same or get worse, ground is lost. (p. 17) 


How do effective school leaders demo nstrate honesty and credibility, 
inspiring the trust of others? The old adage that actions speak louder than 
words is particularly applicable; leadership behaviors provide the evidence of 
a connection between the values and ethics of lea ders and actual practices 
(Kouzes & Posner, 2002). Some of the ways that leaders demonstrate their 
sincerity include 


Listening to others (Fullan, 2001; Kouzes & Posner, 2002). 

Seeking input from stakeholders (Marzano et al., 2005). 

Doing what they say they will do (Kouzes & Posner, 2002). 

Ongoing visibility and participation in school activities and operatims 
(Cotton, 2003; Marzano et al., 2005). 

Diagnosing the needs of the individual school and school community 


and seeking resources to address needs (Cotton, 2003; Marzano et al., 
2005; Portin et al., 2003). 

Respecting existing school and co mmunity cultures and traditio ns 
(Cotton, 2003; Portin et al., 2003). 

Decision making based on student safety and achievement above all 
else (Cotton, 2003; Marzano et al., 2005). 
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* Understanding areas of change needed in the school (F ullan, 2002; 
Marzano et al., 2005). 

Not tolerating ineffective teaching (Fullan, 2005; Fullan, Bertani, & 
Quinn, 2004; Mendro, 1998), ensuring that “the right people are on the 
bus and in the r ight seats” and “the wrong people get off the bus” 

(Collins, 2001). 

Demonstrating confidence in school staff to assist in problem solving 
and leadership capacities (Cotton, 2003; Marzano et al., 2005; Spillane 
et al., 2001). 

Remaining current with best practices in eduation (Boris-Schacter & 
Merrifield, 2000; Kouzes & Posner, 2002). 

Supporting staff as professionals and as individuals (Cotto n, 2003; 
Fullan, 2001; Portin et al., 2003). 


It is not enough to communicate an inspiring vision; leaders must “walk 
the talk,” modeling the impor tance of their beliefs. Of course, this will be 
insufficient if there is lack of evidence regarding the competency of the school 
leader. Every administrator brings his or her trac k record to the school—a 
knowledge base and the ability to effectively get things done while encour- 
aging the leadership potential of others (Kouzes & Posner, 2002). Likewise, 
leaders must demonstrate that there are legitimate reasons for their actions 
and that these will co ntribute to the co ntinual improvement of the school. 
Without establishing the ethic al and moral r easoning behind decisio ns, or 
moral purpose (Fullan, 2001), there is little reason for stakeholder buy-in and 
support. 


Navigating School Challenges 


One of the more daunting challenges faced by school leaders may be nav- 
igating the political waters that influence the school—the mgoing and often 
competing demands of parents, community, school boards, central office, staff, 
and even students. While charged with adherence to school board policies, 
administrators must also be responsive to their school communities in a wide 
variety of situations. These may include student or staff disciplinary actions, 
enforcement of school attendance zone boundaries, equitably handling build- 
ing rental with community or faith groups, responding to curriculum concerns 
of stakeholders, enforcement of policies for handling religious observations, 
and many more. In some cases, issues may force the principal into conflict 
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management situations between stakeholders (e.g., a parent angry with a 
teacher, a teacher claiming injury from a student, or a community member 
concerned about a school or school board policy). 

The effective school leader is prepared to handle difficult or challenging 
circumstances as a result of ongoing situational awareness. Situational aware- 
ness is one of 21 research-based leadership responsibilities described in the 
meta-analytic research of Marzano and colleagues (2005), and the responsi- 
bility with the highest correlation (r= .33) to student academic achievement. 
Thus, the effective school leader recognizes that continued awareness of the 
school environment is a crucial factor in school success. Such a leader main- 
tains constant attention to the numerous details, relationships, and potential 
areas of conflict within the school and is pr oactive in addressing them. In 
fact, successful leaders not only are able to manage conflict but also view chal- 
lenges as opportunities for growth (Boris-Schacter & Merrifield, 2000). They 
learn from their failures as well as from their successes and create a frame- 
work for positive relationships and trust among members of the school can- 
munity (Tschannen-Moran, 2004). 


The Effect of Internal and External Dynamics 


At best, situations involving conflict may create stress and absorb valu- 
able administrative time; at worst, they may result in administrators leaving 
the profession—whether by choice or not. A qualitative study examined the 
exit of 12 principals during the 2003 school year, three of whom had left vol- 
untarily and nine of whom had left involuntarily. Participants cited several sig- 
nificant areas of political or cultural difficulty that they did not miss af ter 
leaving the position, including 


* School culture issues (e.g., difficulty working with faculty members 
who were resistant to change). 
* Workload (e.g., time spent on the job and attending school functims). 


* Bureaucracy (e.g., central office mandates and dealing with legal issues). 


* Student discipline and par ent confrontations (e.g., time-consuming 
and sometimes hostile interpersonal issues) (Johnson, 2005). 


Recommendations resulting from the study inc lude (1) adjustment of the 

degree of accountability expected of pr incipals as compared to the relative 
lack of influence , (2) r edistribution or r eduction of pr incipal workloads, 
(3) increased effort to reduce principal isolation, and (4) impr ovement of 
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principal internship exper iences to better pr epare school leaders ( Johnson, 
2005). Similarly, recommendations for anticipating and managing school 
political factors provided by former principals include the following: 


* Communicate and provide staff training in school distr ict policies and 
procedures. 

* Create and follow consistent and equitable disciplinary procedures. 

* Observe classes regularly. 

* Provide regular communication with teacher, parent, and community groups. 

* Demo nstrate honesty. 

* Designate and communicate who will act in the principal’s absence. 

* Maintain opportunities for open communication. 

* Provide timely notification regarding significant school situations (Piltch & 
Fredericks, 2005, pp. 12-13). 


Key Research Findings 


* Establishing a climate of trust is essential in promoting organizational 
change (Kouzes & Posner, 2002; Tschannen-Moran, 2004). 

* In order to inspire the confidence of others, leaders must first demon- 
strate honesty and credibility (Cotton, 2003; Kouzes & Posner, 2002; 
‘Tschannen-Moran, 2004). 

* Continual monitoring of internal and external fa ctors affecting the 
school—situational awareness—is the responsibility of school leaders 
that has the highest r elationship to student achie vement (Marzano 
et al., 2005). 

Related Resources: Boris-Schacter & Merr ifield, 2000; Collins, 2001; Cotton, 2003; 
Fullan, 2002; Fullan, 2005; Fullan, Bertani, & Quinn, 2004; Johnson, 2005; Kouzes & Pos- 


ner, 2002; Marzano et al., 2005; Piltch & Fredericks, 2005; Portin et al.,2003 Tschannen- 
Moran, 2004. 


The Importance of High Expectations and Respect 


The ability of the school leader to establish a learning envionment based on 
high expectations and respect for all is cr itical. In a sur vey of 123 teachers 
enrolled in a university principal preparation program, teachers listed the 
following principal behaviors as most valuable in establishing a positive school 
climate: 
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* Respect for students 
* Communication with students 
* Support of students (Harris & Lowery, 2002, pp. 64-65) 


Specific behaviors noted w ere treating students fair ly, frequent interaction 
and encouragement, advocacy for students, and providing students with a 
safe and secure learning environment. Cotton (2003) confirmed that caring 
and love for children are essential principal traits necessary for a positive 
school climate. 

In addition, respect and recognition of staff parents, and members of the 
school community are important factors in school success. Regardless of 
school demographic conditions, the principal sets the expectation of success 
for all students—no matter what it takes.Staff, parents, and community mem- 
bers are partners in school success; without the active involvement of stake- 
holders, administrators will likely find it difficult to meet school goals. Such 
involvement creates success through shared commitment and purpose with 
others rather than top-down leadership mandates. This is particularly impor- 
tant in areas such as enforcement of student attendance and discipline policies 
and procedures, both of which are related to academic achievement. While 
the type of leadership may vary depending on the school context, a study 
of three elementary school leadership styles—directive, nondirective, and 
collaborative—revealed that schools were rated higher in the atea of school di- 
mate when principals used a collaborative leadership style (Mendel, Watson, 
& MacGregor, 2002). Thus, involvement of the school community—or lack 
of it—has important implications for school climate. This, in turn, is likely to 
affect the long-term success, or sustainability, of school reform efforts. 

Various reviews of existing research have led to the conclusion that the 
influence of principals on student achievement is indirect in nature (see, for 
example, Hallinger & Heck, 1996; Leithwood & Riehl, 2003). There is evi- 
dence, however, that principals play a major role in shaping teacher attitudes 
toward student learning and that pr incipal involvement influences student 
opportunity to learn (Hallinger et al., 1996). Thus, at the core of the princi- 
pal’s role is the ability to provide direction and influence others (Leithwood 
& Riehl, 2003). Yet, school leaders also suppor t staff members b y demon- 
strating concern and care for their personal needs (Leithwood & Riehl, 2003). 
In short, the effective school leader demonstrates an ethic of care with stu- 
dents, staff, and those in the school community. 
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Key Research Findings 


* Respect, suppor t, and c aring for students ar e essential lea dership 
responsibilities that positively affect school c limate (Cotton, 2003; 
Harris & Lowery, 2002). 

* Although the effect of school leadership is indirect in relation to stu- 
dent achievement, principals shape teacher attitudes and influence stu- 
dent opportunities to learn (Hallinger et al., 1996; Hallinger & Heck, 
1996; Leithwood & Riehl, 2003). 

* A collaborative leadership style is related to positive school climate 
(Mendel et al., 2002). 


Related Resources: Cotton, 2003; Hallinger et al., 1996; Hallinger & Heck, 1996; Harris & 
Lowery, 2002; Leithwood & Riehl, 2003; Mendel et al., 2002. 


School Climate, Conflict, and Crisis Management 


No school is immune from conflict and crisis, whether it oiginates within or 
outside the school. The range of possible incidents may inc lude disputes or 
health and safety issues among students, staff members, parents, and visitors 
attending school functions. Other incidents may include injury or death of 
persons in the school co mmunity, child custody situatio n, weather-related 
emergencies, and even problems in the community that affect school safety. 
When such situatio ns ar ise, school leaders m_ ust r espond quic kly and 
effectively to manage the impact on those in the school co mmunity. The 
effective school leader remains informed of possible internal and external 
concerns and is proactive in establishing and implementing a school plan to 
address them. A common mistake of school perso nnel is to respond in a 
reactive mode (United States Department of Education, 2006). While it may 
be impossible to anticipate e very type of emergency or conflict, a thorough 
crisis management plan—with roles assigned to school personnel—is essential. 
In addition to development of a school crisis plan, the manner in which 
the plan is implemented is equall y important. Leadership, teamwork, and 
responsibility are critical elements of a successful plan (Cornell & S_heras, 
1998). Contact information for community resources such as police , safety 
resource officers assigned to schools, fire department personnel, and psycho- 
logical and social ser vices departments may prove invaluable during emer- 
gency situations and should be readily available to school administrators and 
personnel. When crisis situations arise, the appropriate emergency personnel 
should be contacted immediately, followed by communication to central office 
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personnel in the school distr ict. Also, it is important to have current emer- 
gency contact information for students and staff in a secure location, readily 
available to administrators and office staff. School staff must receive ongoing 
guidelines for hand ling emergency situations beyond routine safety drills, 
including how to respond to media inquiries. Basic recommendations for 
school crises and emergencies are 


* Regular review and revision of crisis plans. 

+ Assignment of administrators to accessible locations. 

* Creation of a school Incident Command Center (ICS). 

* Maintenance of communication devices. 

* Evacuation and reunification procedures. 

* Parent and co mmunity debriefings following an incident. (United S tates 
Department of Education, 2006, pp. 3-5) 


After an incident has occurr ed, review and discussio n by crisis team 
members and administrators is essential, with any necessary revisions added 
to the school crisis plan. Parents and community members may ask for addi- 
tional information regarding the events that took place, how the situation 
was handled, and explanation of future ways to address such incidents. School 
administrators may need to reassure those in the school co mmunity, listen- 
ing to and addressing concerns while protecting the confidentiality of those 
who may have been involved. Office personnel may need guidelines f rom 
administrators regarding appropriate response to public inquir y that may 
occur within the school or by telephone. In some cases, written communica- 
tion to parents is advisable to prevent fear and inaccurate speculation follow- 
ing a school incident. This communication may be quite simple in natur e, 
such as a memo f rom school administrators indic ating that an incident 
occurred at or near sc hool today; administrators and st aff handled the incident 
involving other resources as appropriate; all involved are safe; and any additional 
information will be sent as needed. 

Above all, students, staff, parents, and community members want to know 
that there is a culture and climate of safety in the school. If parents are con- 
cerned that their children may be at tisk of harm, they are likely to react with 
fear and anger after a school emergency (Cornell & Sheras, 1998). Effective 
school leaders are aware of the multiple sources of potential co nflict and 
emergency within their school settings and ar e proactive in crisis planning. 
They involve other appropriate individuals and resources, communicate effec- 
tively, and strive to maintain a positive and safe school climate. 
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Key Research Findings 


* Effective school leaders are proactive rather than reactive in establish- 
ing and using safety and crisis management plans (Cornell & Sheras, 
1998; United States Department of Education, 2006). 

* Parents and community members should be kept informed of school 
safety issues, understand how incidents are handled, and be reassured 
that their children are not at risk of harm in the school setting (Cornell 
& Sheras, 1998). 


Related Resources: Cornell & Sheras, 1998; United States Department of Education, 2006. 


School Climate and Shared Decision Making 


Examination of the principal’s role over the past century reveals an evolu- 
tion from school manag er to instructional leader. In practice , however, the 
multitude of managerial and leadership responsibilities required of principals 
makes balancing both roles difficult. Few principals, according to Fink and 
Resnick (2001), are able to act as true instructional leaders when their time 
is spent in multiple managerial tasks, crises, and the unique situatio ns that 
arise in schools. The result is a trend toward shared decision making within 
the school, discarding the role of the omniscient leader and replacing it with 
one of the facilitative learner (Boris-Schacter & Merrifield, 2000). When 
leaders are able to delegate and distr ibute authority and develop a trusting 
relationship with staff members, a paradox of power results in which leaders 
become more powerful as they give power away (Kouzes & Posner, 2002). 


Developing Shared Leadership 


The topic of shared decision making has been described by others with 
a number of terms, including distributed leadership. In this relatively recent 
concept of leadership, traditional administrative functions are spread through- 
out the organization, thus creating multiple leaders within the school. The 
school, then, rather than the a dministrator, becomes the unit of anal ysis in 
developing leadership expertise (Spillane et al., 2001). In other words, leaders 
matter, but they are not all that matters. 

Providing that leadership areas are effectively addressed, these functions 
may be distributed among many capable individuals within the school. In a 
study of 21 Chicago schools, seven critical areas of leadership were evident: 
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managerial, cultural, instructional, human resources, strategic, external 
development, and micropolitical (Portin et al.,2003).The leadership role of 
the principal was to ensure that these areas were performed; whether they 
were performed by the principal or shared among others was a seco ndary 
consideration. 

When staff members collaborate and take ownership of tasks in these 
areas, ownership of problem solving and decision making resides with a 
team rather than remaining solely the responsibility of school leaders. Most 
significantly, development of multiple leaders promotes sustainability, allow- 
ing the established belief sy stem and practices of the school to endur e 
beyond the tenure of one leader. In the end, the success of the leader is 
determined not by student learning outcomes alone, but by the number of 
others who remain and can go beyond what has already been accomplished 
(Fullan et al., 2004). 

There are likely as many examples of shar ed leadership as ther e are 
schools. The common factor, however, is acknowledgment that one leader— 
or administrative team—simply cannot do it all. In an effective model of 
shared leadership, a core part of the principal’s work is to serve as a diagnos- 
tician and facilitator, identifying school issues and available resources (Portin 
et al., 2003). While not relinquishing responsibility, the school leader pr o- 
motes others, builds relationships, and encourages group decision making. 
Cotton (2003) refers to this behavior as “shared leadership/decision-making 
and staff empowerment” (p. 69), whereas Marzano, Waters, and McNulty 
(2005) describe this principal responsibility as “input” (p. 82). 

The effective school leader co nsistently promotes shared leadership in 
numerous ways (e.g., encouraging teachers to serve as staff development train- 
ers, conducting team review of instructional data, and facilitating group deci- 
sion making regarding students who are not meeting with aademic success). 
Above all, shared leadership beco mes a trust relationship in which leaders 
provide ongoing opportunities for staff input and allo w flexibility in how 
tasks are accomplished. Providing choices is a powerful catalyst in enabling 
others to act. As Kouzes and Posner (2002) summarized: “People can't lead 
and make a difference unless they have a choice” (p. 290). 

The need for shared or distributed leadership is evident in one study of 
Virginia principals that cited two highly significant organizational manage- 
ment problems as (1) working with parents (88 percent), and (2) hand ling 
nonacademic student behaviors (85 percent) (Tucker & Tschannen-Moran, 
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2002). In practice, these two areas alone could account for the major ity of 
working hours spent by a school administrator , leaving minimal time for 
instructional matters. If, however, ownership for parent questions and con- 
cerns regarding instructional issues consistently begins with dassroom teach- 
ers, administrators beco me more available to addr ess issues bey ond the 
classroom. Likewise, office staff may prove invaluable in routing phone calls 
and inquiries to the appropriate source, allowing greater availability of admin- 
istrators to monitor instruction. When considering student placement, teach- 
ers are able to provide a wealth of information regarding student skills and can 
assist in developing class rolls as well as determining those in need of accel- 
eration or a dditional instr uctional assistance . Bec ause of their in-depth 
instructional expertise, teachers are also excellent sources of information when 
developing a school master schedule or when making decisio ns regarding 
standardized assessments. The development of these—and man y more— 
forms of shared leadership enables the school to move from a traditional hier- 
archical form of leadership to one in which there is group responsibility for 
the success of all students. 


Creating Professional Learning Communities 


Ideally, the end result of shared leadership can enable educators to move 
beyond school management tasks and move toward professional collabora- 
tion focused on student learning—a pwfessional learning community. Those 
in the professional learning community focus on shared values and commit- 
ments regarding responsibility for student learning rather than placing the 
sole focus on teaching (DuFour, 2004). The role of the school leader, then, is 
to facilitate and protect the school vision and values, challenging actions or 
behaviors that are inconsistent with those values (Eaker DuFour, & DuFour, 
2002). Because schools with a positiv e climate are collaborative by nature, 
staff may perceive that they are already functioning as a professional learning 
community. Collaboration and participation in shared decision making alone, 
however, do not necessar ily equate to de velopment of a tr ue professional 
learning community. DuFour (2004) described three critical questions that 
must guide the work of those engaged in a professional learning community: 


¢ What do we want each student to learn? 
* How will we know when each student has learned it? 


* How will we respond when a student experiences difficulty in learning? 


(p. 8) 
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A key element of the professional learning community—in comparison 
to a collaborative school environment—is emphasis on the word we; the 
success of students experiencing difficulty becomes the responsibility of the 
school community rather than the individual teacher (DuFour, 2004). School 
leaders and staff engage in regular dialogue regarding student learning, mak- 
ing changes as needed, to promote student achievement. As Reeves (2006) 
contends, 


... messy leadership—the practice of r eviewing data, making midcourse cor- 
rections, and focusing decisio n making on the greatest points of le verage—is 
superior to “neat” leadership in which planning, processes, and procedures take 
precedence over achievement. (p. xi) 


Key Research Findings 


* Effective school leaders distribute administrative tasks and create mul- 
tiple leaders within the school (Kouzes & Posner, 2002; Portin et al., 
2003; Spillane et al., 2001). 

* In an authentic model of shared leadership, the principal serves as diag- 
nostician and facilitator, empowering staff to engage in group decision 
making (Cotton, 2003; Fullan et al.,2004; Marzano et al., 2005; Portin 
et al., 2003). 

* Shared decision making ideally promotes sustainability (Fullan et al., 
2004) and the de velopment of a pr ofessional learning co mmunity 
(DuFour, 2004; Eaker et al., 2002). 

* Collaborative and o ngoing r eview of school pr ogress, making 
changes as necessary (“messy leadership”), is preferable to “neat lead- 
ership,” in which the pr ocess takes precedence over achievement 
(Reeves, 2006). 

Related Resources: Boris-Schacter & Merrifield, 2000; DuFour, 2004; Eaker et al., 2002; 


Fink & Resnick, 2001; Fullan, 2002; Kouzes & Posner, 2002; Marzano et al., 2005; Portin 
et al., 2003; Leithwood & Riehl, 2003; Spillane et al., 2001; Tschannen-Moran, 2004. 


A Final Word on the Role 
of the Principal in School Climate 


Review of the literatur e over the past quar ter century reveals that 
effective school leadership does matter. While the influence of leadership 
may be primarily indirect in nature, a statistically significant relationship 
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(p<.01)! exists between “principal leadership and school c limate variables” 
(Hallinger et al., 1996, p. 543). When the principal establishes a dear mission 
and facilitates a positive school dimate, there is a positive impact on teaching 
and learning (Hallinger et al., 1996). 

In an era of rapid chang, the effective school leader recognizes the desir- 
ability of involving stakeholders in school decision making. This represents 
a new paradigm, in which the principal is no longer a larger-than-life figure, 
tackling the challenges of school lea dership alone (Marks & P rinty, 2003; 
Tschannen-Moran, 2004). As Reeves (2006) confirmed, “the prevailing lead- 
ership mythology that g enerally embraces the unitar y ‘heroic’ leadership 
model is unsustainable, unsupportable, and dangerous to individual and orga- 
nizational health” (p. xi). Instead, through shared decision making with those 
in the school community, a culture of mutual responsibility is established to 
ensure student success. The effective school leader helps create a shared vision 
and mission, cultivates a culture of trust, focuses on the right work, and devel- 
ops other leaders within the school to promote sustainability. 

While the needs of schools may var y, creating a need for differing types 
of leadership in different contexts, the importance of a safe and positive learn- 
ing environment in all schools remains critical to school success. The school 
leader sets the tone for, nurtures, and sustains such an environment. In order 
to do so, the effective school leader m ust consistently model ho nesty, cred- 
ibility, and trustworthiness to inspire the commitment of others. According 
to Fullan (2001), this requires that the lea der demonstrate moral pur pose, 
understanding of t he change process, strength in r elationship building, 
knowledge sharing, and the ability to provide coherence. In order to build 
effective professional learning communities within schools, it is neces- 
sary to move beyond traditional thoughts of the school leader’s role and 
to acknowledge that the role is multifaceted and context-dependent. As 
Fullan (2002) concluded: 


We need leaders who can create a fundamental transformation in the learning 
cultures of schools and of the teaching profession itself. The role of the princi- 
pal as instr uctional leader is too narr ow a concept to carry the weight of the 
kinds of reforms that will create the schools that we need for the future. (p. 17) 





'There is less than a 1 percent chance this finding is due to random error; thus, the finding is 
likely a real one. 
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Figure 2.1 Key References for School Climate 
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Figure 2.1 Key References for School Climate, cont. 
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Human Resource 
Administration: Selecting, 


Supporting, and Retaining 
Quality Teachers and Staff 











Curtis characterizes his role of elementary school principal as that ofa CEO. 

Believing in forging a connection with students and stiff, he strives to spend 
half of his time in the classrooms. To meet this goal, he uses an dfective divi- 

sion of labor, so that each member of his administrative team has an impact 
on instruction and a presence in the classrams while addressing school needs. 

Curtis delegates zones of responsibility to his assistant principals so they can 
focus their efforts on particular aspects of running a school. Then he follows 

up with regular meetings so they will be prepared to run their own schools 

in the future. When interviewing for new teachers, Curtis uses a t eam 

approach that always includes at least one tacher familiar with the position 

being filled, an assistant principal, and himself: Then he asks effective teach- 

ers to provide the new teacher orientation so professionals can talk teacher- 

to-teacher and begin forging connections. Curtis says that the golden rule of 
Auman resources in school is to remember that everyone is a member of the 
family. People need to care about each other. Accomplishments need to be cel- 

ebrated and sometimes hard t ruths need to be spoken and plans made to 

address those concerns. He truly values his staff members, and they know that 
they can (and they do) come to him with professional and personal concerns 
and accomp lishments. These are just some of the ways that his “people 

resources” attend to the needs of the school and the profession. 
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uman resource administration too frequently is thought of as a 

responsibility that is fulfilled by a department somewhere deep in 

the bowels of the school district’s central office. And, yet, of all the 
job responsibilities that principals enact, the human resource administration 
functions may be amo ng the most impor tant and cast the longest shadow 
over the school community. There is little more important in the life of the 
school than the quality of teachers and other perso nnel that are hired, sup- 
ported, and retained, and this is precisely what human resources administra- 
tion at the building level entails. 

The effective school principal or assistant principal recognizes that 
human resource administration is fundamental to the success of the school 
and, thus, attends to these functions in a proactive manner. Components of 
the principal's human resource responsibilities include the following: 


* Selecting quality teachers and other employees 
* Inducting and supporting new teachers 

* Mentoring novice teachers 

* Providing professional growth opportunities 

* Retaining quality staff 


Figure 3.1, at the end of this chapter summarizes specific elements of effective 
human resource administration at the building level and links these elements 
to key references. 


Selecting Quality Teachers and Other Employees 


Of course, what principals do matters inor dinately in the qualit y of life in 

their schools. The time they spend at work, the cumulative interactions 
they have on a day-to-day and even hour-to-hour basis, the professional 
relationships they foster, the budget and allocating resources, and a host of 
other responsibilities have a powerful and lasting effect on the success of their 
schools. However, it isn’t only a pr incipal’s direct work and involvement in 
the life of the school that counts; rather, it is their indirect effect that may be 
even more influential in the long term. 

Hallinger and Heck (1996) found in their study of the pincipal’s role in 
school effectiveness that the effects of principal leadership are most likely to 
occur indirectly through the principal's efforts to influence those who come 
into direct contact with students in the instructional setting. In other words, 
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hiring, supporting, and retaining the best teachers—as well as other employ- 
ees who have direct instructional contact with students—is the foundation of 
the principal’s legacy on teaching and learning. The issue of the pr incipal’s 
indirect influence on student achievement and school success is explored in 
more depth in Chapter 8. 


Selecting the Right Employees 


Having—and exercising—the ability to select quality teachers and others 
is paramount to success in the business of schooling This point is aptly made 
by Collins (2001) in his study of American companies that successfully trans- 
formed themselves into what he termed “great” companies: 


We expected that good-to-great leaders would begin by setting a new vision and 
strategy. We found instead that they first got the right people on the bus, the 
wrong people off the bus, and the right people in the right seats—and then they 
figured out where to drive it. The old adage, “People are your most important 
asset” turns out to be wong. People are mo¢ your most important asset. The right 
people are. (p. 13) 


So how do effective principals make their schools mor e effective? As 
Marzano and colleagues (2005) surmised in their meta-anafsis of principal 
effectiveness, principals improve teaching and learning (and, consequently, 
school effectiveness) by surrounding themselves with the right people to do 
the job. More specifically, Fink and Resnick (2001) noted in their review of 
principals as instructional leaders, “Above all, principals are responsible for 
selecting and cultivating a teaching staff that is able to teach effectively. . . . 
He or she must be able to judge the quality of teaching in order to select and 
maintain good teaching staff” (p. 6). In another study of the school princi- 
palship, the researchers found that “across the board, school leaders singled 
out the impor tance of hiring and inducting teachers for their schools. As 
the principal of a public middle school noted, ‘Getting the right staff was the 
key’ ” (Portin et al., 2003, p. 25). 

It isn't just teachers that make a difference. The principal’s role in select- 
ing the right people extends to both teaching (licensed educators) and sup- 
port (nonlicensed employees) staff: In their study of the pincipalship, Portin 
and colleagues (2003) found that principals talked about how important the 
classified staff are to the dimate of the school. Additionally, paying attention 
to the quality of nonteaching professional staff (e.g., counselors, library and 
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media specialists, school psychologists, school nurses) is essential. These cer- 
tified or licensed professional staff members account for up ward of 25 per- 
cent of the professional employees who walk through the schoolhouse door 
(Stronge & Tucker, 1995). 


Interviewing and Teacher Selection 


Stronge and Hindman (2006) developed a teacher hiring protocol—the 
Teacher Quality Index (‘TQI)—based on a U.S. stratified random sample of 
principals designed to establish content and construct validation for the inter- 
view protocol. The TQI process recommends that teacher hiring decisions be 
based on a thorough analysis of all applicable evidence about the candidate, 
including review of the applicant’s credentials and recommendations, screen- 
ing and building-based inter views, and per formance samples (i.e., teacher 
demonstration of a sample lesso n). Additionally, the TQI was developed 
explicitly to focus the building-le vel interview of teachers on the following 
key characteristics: 


* Standardized questions that reflect solid content validation for the 
practices of effective teachers (Stronge, 2002, 2007). 
Research-based quality indicators as a means to focus the interviewer 


on what the teacher interviewee could be expected to say in response 
to a given question (Stronge, 2002, 2007). 

Space for note taking to provide a record on important points made in 
the interview (Burnett, Fan, Motowidlo, & DeGroot, 1998). 

A four-level scoring rubric (unsatisfactory, developing, proficient, and 


exemplary) to help standardize scoring of interview answers, to reduce 
subjectivity in scoring, and to incr ease inter-rater reliability among 
interviewers (Taylor & Small, 2002). 


Although the above-noted interviewing characteristics are solidly 
ensconced in existing research, particularly research drawn from business and 
industry, these practices aren't always reflected in actual practice in school set- 
tings. A national study of interviewer practices of principals from a stratified 
random sample found that of 141 U.S. principals, only 38 (27 percent) had 
ever received formal training in teacher selectim or hiring (Hindman, 2004). 
Instead, principals established their inter view practices as hand-me-do wn 
techniques from other administrators. Moreover, “according to respondents, 
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interviewing background and training have little influence on their inter- 
viewing practices” (Hindman, 2004, p. 11). 

This finding poses various potential problems for hiring quality teachers 
and other staff, including (1) well-intentioned principals “may unknowingly 
perpetuate ineffective interview habits; and (2) administrators may not be 
aware of EEOC [Equal Employment Opportunity Commission] guidelines” 
(Stronge & Hindman, 2006, p. 49). Furthermore, one study found that prin- 
cipals did not ask the questio ns that solicited the informatio n they wanted 
and sometimes asked illegal hiring questions (Perkins, 1998). 

A study in business and industr y found that when emplo yers provide 
training to interviewers using standard protocols, the interview process proves 
to be more reliable and valid ( Williamson et al., 1997). In school settings, 
Hindman found in her national study of principal hiring practices that those 
with training were statistically ( p < .05)' more likely to use m ultiple inter- 
viewers in teacher selection, use prepared questions, and use a scoring rubric 
for interview responses—all of which are research-based good practices. 

If principals are to maximize the opportunity they have to improve their 
schools by hiring the best staff, they must have proper training in research- 
based hiring practices. Additionally, if principals are well equipped to make 
thoughtful, research-informed decisions—instead of gut-le vel, intuitive 
decisions—they will be better positio ned to distinguish qualit y employees 
from those who are not. And they will be positioned to implement the sound 
advice offered by Collins (2001) in his bodk, Good to Great: “When in doubt, 
don't hire—keep looking” (p. 54). 


Problems with Hiring 


One study revealed that private and charter schools generally had more 
control over hiring and the conditions of employment than did traditional 
public schools. The primary impetus for hiring in public schools was found 
to be a combination of centralized personnel departments and specific 
practices defined by union contracts and state codes. “Principals in tradi- 
tional public schools had to rely on their ability to ‘work the system.’ This 
included timing posted openings to ensur e access to a pr eferred post of 





'There is less than a 5 percent chance this finding is due to random error; thus, the finding is 
likely a real one. 
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candidates” (Portin et al., 2003, p. 26). The authors noted that in se veral 
instances, public school principals negotiated special provisions with their 
districts to provide them with greater latitude in staffing decisions. 

Peterson (2002), in his ASCD book, Effective Teacher Hiring, identified 
several common teacher hiring mistakes that principals and others are prone 
to make. These include 


* Hirers not being trained. 

* Improper hiring criteria (e.g., important attributes ignored) or criteria 
unrelated to the job, or emphasis on a particular style. 

* Failure to adequately assess applicant’s work with students. 

* Over-reliance on interviews. 

* Disregard of candidate’s demonstrated effect on student achievement. 

* Hirer prejudices left unchecked. 

* Inadequate check of candidate materials. 

* Inadequate follow-up of recommendations. 


Without proper training (as discussed in the previous section) and eval- 
uation of actual hiring practices, illegal questioning, as well as illegal decision 
making, may be more prone to occur To illustrate, two separate studies inves- 
tigated the impact of age on principals’ decisions to hire physical education 
and physics teachers, respectively (Young, Rinehart, & Baits, 1997).The phys- 
ical education teacher study included 360 principals, and the physics teacher 
study included 495 principals; in both studies the r esponse rate was higher 
than 60 percent. In each of the studies, principals were given information 
about two applicants whose qualifications were the same, with the exception 
of adjectives used to descr ibe the two candidates: one age 29 and the other 
age 49. In the case of the physics teacher, there was no significant difference 
in the participating principals’ hiring preferences. However, in the ph ysical 
education teacher study, there was a statistic ally significant difference with 
principals preferring the younger teacher—a finding suggesting possible age 
discrimination. 


Key Research Findings 
Research findings related to the issue of teacher selectin note the follow- 
ing elements: 
* Effective principal leadership has the most influence on teaching and 
learning indirectly, rather than directly, through the principal’s efforts 
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to influence those who co me into direct contact with students in the 
instructional setting (Hallinger & Heck, 1996). 

* Selecting capable and committed teachers is the core of the principal's 
human resource responsibilities (Collins, 2001; Fink & Resnick, 2001; 
Marzano et al., 2005; Portin et al., 2003). 

* In addition to teachers, it is fundamentally important to the well-being 
of the school to select apable and committed nonteaching staff mem- 
bers (Portin et al., 2003). 

* Using research-based interviewing practices in order to gain adequate 
information to make an appr opriate decision in hiring is key to the 
principal’s responsibility in staffing schools with the most effectiv e 
teachers from the hiring pool; moreover, effective school leaders seek 
out training to make justif ied, legal decisions in the hir ing process 
(Perkins, 1998; Peterson, 2002; Stronge & Hindman, 2006; Young 
et al., 1997). 

* Effective school leaders know the hiring system in their school district 
and use the informatio n to position themselves to gain access to the 
best possible candidates (Peterson, 2002; Portin et al., 2003). 

Related Resources: Collins, 2001; Fink & Resnick, 2001; Hallinger & Heck, 1996; Hindman, 


2004; Marzano et al., 2005; Perkins, 1998; Peterson, 2002; Portin et al., 2003; Stronge, 2002, 
2007; Stronge & Hindman, 2006; Stronge & Tucker, 1995; Young et al., 1997. 


Inducting and Supporting New Employees 


The recent state of teacher shor tages and expected attr ition rates are 
compelling reasons for school systems to make sure they not only employ 
talented teachers but also f ind ways to support and keep them. Research 
suggests that approximately one-third of new teachers leave the profession 
within five years (Ingersoll, 2002). Based on an analysis of data available from 
the National Center for Education Statistics (NCES), it is estimated that 
approximately one-third of new teachers leave the profession during their first 
three years of teaching, and almost half leave within five years (Luekens, Lyter, 
& Fox, 2004). Moreover, 39 percent of newly prepared teachers don't teach 
(Darling-Hammond, 2000a) because they receive better offers, feel a lack of 
respect, are asked to teach outside their certification area, feel unsafe, and lose 
interest (Henke, Chen, & Geis, 2000). Despite regional trends, the overall 
picture continues to suggest that there is a shortage in teaching candidates, 
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particularly in specialized fields such as mathematics and science, in certain 
geographic regions, and in schools that ser ve high at-risk populations in 
both urban and rural districts (American Association for Employment in 
Education, 2000; American Association of State Colleges and Universities, 
2005). Thus, it seems clear that enticing capable teacher candidates to select 
teaching and then retaining those new teachers is particularly important to 
the lifeblood of schools. 

Teacher induction programs generally consist of the activities and 
processes necessary to successfully induct a novice teacher into the teaching 
profession (Sweeny, 2001). Such programs were nonexistent in the early years 
of public educ ation, but they bec ame widely accepted in the mid-1980s as 
teaching became more complex and efforts to build collaborative learning 
communities were increasing (Hargreaves & Fullan, 2000). Contemporary 
teacher induction programs include orientation, mentoring, staff development, 
observations of experienced teachers at work, and peer support groups, among 
other components (Sweeny, 2001). In all of these endeav ors, principals play 
an essential role in fostering and sustaining quality induction programs. 


What Is Induction and Why Is It Needed? 


For anyone who has been a teacher , we merely need to recall those 
first days—and even the first few years—of teaching experiences to affirm 
the necessity for large-scale, high-quality induction programs. Teaching— 
more precisely, teaching effectively—is complex work and requires, in most 
cases, years to fully master (see, for example, Darling-Hammond, 2000b; 
Education Re view Office, 1998; N ye, Ko nstantopoulos, & Hedg es, 
2004). Consequently, most new teachers experience a myriad of instruction- 
related problems. To illustrate the magnitude of the teacher r eadiness 
problem, a Public Agenda/Wallace Foundation survey reported that 95 per- 
cent of superintendents and 87 per cent of principals stated that tea ching 
certification guarantees at best a minim um of teaching skills (cited in 
Johnson, 2004). 

A fundamental concern for ne w teachers and a key r eason to deploy 
effective induction programs is the unacceptable rate of new teacher turnover. 
Consider the following findings: 


* In an average five-year period, 2.2 million of 3.1 million teachers will 
leave the profession (Marshak & Klotz, 2002). 
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* Depending on the source, various studies indicate that teacher attrition 
ranges from about one-fourth to one-half of all new teachers nation- 
ally and in selected states leaving the field within five years (DeAngelis 
& Presley, 2007; Ingersoll, 2002; Luekens et al., 2004). 

The rate is e ven higher for teaching fields such as special educ ation 
(Bergert & Burnette, 2001; Edgar & Pair, 2005), with approximately 
half of all new teachers leaving the field in the first five years. 


The teacher leaving pattern is higher in high-pov _ erty than lo w- 
poverty schools, with comparable rates of 20 percent versus 13 percent 
in 2000-2001 (Association of Community Organizations for Reform 
Now, n.d.). 

In a survey of teacher turnover, the National Center for Educ ation 
Statistics (Marvel et al., 2007) estimated that in the 2004-2005 
school year, approximately 16 percent of public school teachers did not 
continue teaching at the same school;approximately 19 percent of pri- 
vate school teachers did not continue (including both those leaving the 
profession and those moving to other schools). 


Teacher turnover not only disrupts the continuity in the school but also 
can be costly for the school distr ict. Regardless of the reason for leaving a 
school, the annual estimated national cost of public school teacher attr ition 
is over $7.3 billion a year (National Commission on Teaching and America’s 
Future, 2007). 

Generally, induction responsibilities for the principal entail implement- 
ing formal and informal procedures to support and assist all new employ- 
ees. More specifically, induction is defined as an active, two- to three-year 
systematic training and suppor ting process that focuses on the following 
overarching objectives: 


* Objective 1: Efforts to ease the transition into teaching 

* Objective 2: Improving teaching effectiveness in classroom manage- 
ment and instructional delivery 

* Objective 3: Promoting the district’s culture 

* Objective 4: Increasing the teacher retention rate (Marshak & Klotz, 
2002) 


Clearly, retaining highly qualified teachers and helping new teachers make 
the transition to becoming highly effective teachers takes a whole school of 
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willing participants who are dedicated to improving teaching and learning, 
Furthermore, the principal plays a central role in cultivating collective 
teacher efficacy and must take every opportunity to recognize teacher 
accomplishments. 


Creating a Culture of Support 


Moore-Johnson (2004), in a study of f irst- and seco nd-year teachers, 
found that this new generation of teachers wants to be well paid in their pro- 
fession, seeks a variety of roles and opportunities for advancement, and desires 
to collaborate and find support within a pr ofessional community. Conse- 
quently, creating and sustaining a culture of support appears essential to attract 
and keep the best and br ightest new teachers. Portin and colleagues (2003) 
found in their study of the school pincipalship that creating a positive school 
climate was an essential canponent for school effectiveness. In the study they 
noted that both principals and teachers “talked about the importance of main- 
taining their school’s sense of traditio n and to ne—of fortifying the school’s 
sense of how things get done around here” (p. 24). We suggest these findings 
hold true particularly for ne w staff. Additionally, they noted the po wer of 
empowering teachers as part of a healthy, robust school climate: 


The “A” and “B” principals [those principals denoted as high per forming], 
however, identified the importance of not only giving information to people 
or turning people loose to make decisis that affect their own practice, but 
of developing common agendas, developing a “work/play atmosphere,” and 
addressing problems s atam....The premise lehind principal empowerment 
is that those closest to students know the context and needs of children in their 
schools and, consequently, should be meaningfully involved in decision making 
that impacts teaching and learning. A principal, as the leader of leaders within 
the school, is instrumental in creating a culture that enhances collegial efforts to 
do what is in the best interest educationally for the children attending the school. 
(Reed, McDonough, Ross, & Robichaux, 2001, p. 19) 


Developing people involves building the c apacity of those within the 
school and using their strengths to support the school’s efforts (Marzano 
et al., 2005). Additionally, Leithwood and colleagues (2004) identified spe- 
cific factors important in building teacher capacity, including offering intel- 
lectual stimulation, providing individualized support, and pr oviding best 
practice models. Relating this co ncept of capacity building specifically to 
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induction, Marshak and K lotz (2002) noted that the functio nal support 
provided to novice teachers dur ing the induction period should include 
numerous knowledge and skill areas, including knowledge and skills related 
to instruction and to an understanding of the educ ational system at the 
building, district, state, and national levels. Specifically, new teachers need 
assistance in 


* Becoming consumers and users of assessment data,including the col- 
lection of data through valid and reliable assessments. 

* Modifying instruction based on assessed needs of individual students. 

* Focusing on instruction that reaches higher levels of learning, not just 
recall and comprehension. 

* Integrating technology seamlessly into instruction. 

* Delivering high-quality instruction every day. 


Additionally, new teachers need to hav e an understanding of the cultural 
norms of the school and the expectatio ns that the loc al community has in 
educating the community’s children and youth. New teachers must see the 
education system as a whole, including how building and district initiatives 
support state and national standards (Marshak & Klotz, 2002). 

In this collaborative and supportive vein, Cotton (2003) noted that effec- 
tive principals need to cr eate opportunities for teachers to w ork, plan, and 
learn together around instructional issues. We contend that while the collab- 
orative culture described in this sectio n is impor tant for all teachers and 


school staff, it is paramount for new teachers as they beco me acclimated to 
the life of the school. 


Key Research Findings 


Numerous studies summarize the importance of inducting and support- 
ing new employees, including the following: 


* A teaching certification does not automatically translate into effective 
teaching practices (Johnson, 2004). 

* New teachers leave the profession at an alarming rate (Luekens et al., 
2004; Marshak & Klotz, 2002). 

* New teachers desire learning communities in which they can grow pro- 
fessionally and advance (Moore-Johnson, 2004). 

* A positive school climate in which teachers make their own decisions 
in relation to common school goals is essential to helping new teachers 
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develop a sense of cultural norms and traditions at the school (Portin 
et al., 2003; Reed et al., 2001). 

* Effective school leaders build the c apacity of new teachers within 
their school by identifying their strengths, providing support in instruc- 
tion and in an understanding of the eduation system, and providing 
collaborative opportunities (Cotton, 2003; Marshak & Klotz, 2002; 
Marzano et al., 2005). 

Related Resources: Cotton, 2003; Darling-Hammond, 2000a; Hargreaves & Fullan, 2000; 


Henke et al., 2000; Ingersoll, 2002; Marshak & Klotz, 2002; Marzano et al., 2005; Moore- 
Johnson, 2004; Portin et al., 2003; Reed et al., 2001; Sweeny, 2001. 


Mentoring Novice Teachers? 


As defined by S weeny (2001), mentoring is the co mplex developmental 
process used to support and guide new teachers through the transitions that 
are a necessary part of learning how to be an effective educator and career- 
long learner. The process takes time—a year at the least and up to thre years 
in some successful programs. Learning—that is, teacher learning—is what 
it is all about. Mentors, typically veteran teachers, spend time with ne w 
teachers assisting them with instructional planning and delivery, classroom 
management, and generally learning the ropes. Often new teachers lack 
the focus to make such co nnections as they engage in tactical planning 
just to get through one day at a time Moreover, studies indicate that new 
teachers feel isolated and need help with c lassroom management and 
discipline (Portner, 2003). The mentoring relationship involves the sharing 
of such frustrations and allows for the checking of per ceptions in a safe 
environment. Teachers and their mentors informally think through problems 
as well as successes (Jonson, 2002), and typically it is the principal’s duty to 
find the right fit for this relationship. 

Assuming a principal knows her staff well, she is in an ideal position to 
match mentors with new teachers. The reality in many schools today is that 


°A portion of the section regarding teacher mentoring was originally researched and written 
by Ellen Turner in an unpublished paper titled,“The Principal’s Role in Supporting the Men- 
toring Process for Novice Teachers,” December 7, 2005, submitted for a Human Resour ces 
Administration graduate course at the College of William and Mary. The aspects of her work 


included in this section are reprinted and revised with her permission. 
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while assigned mentors may know more about school procedures and class- 
room management than new teachers, many ne w teachers come to school 
armed with cutting-edge teaching strategies unfamiliar to the veteran teacher 
(Hargreaves & Fullan, 2000).The challenge then becomes to match the needs 
of the new teacher or “mentee” to the str engths of the mentor (S weeny, 
2001). Even the principal who knows her staff well must reflect on what is 
meant by “highly qualified” before assigning mentors. 


Accepting the Beginning Teacher 


The principal must balance the need to make new teachers feel welcome 
while communicating high expectations for student achievement. Boreen and 
colleagues (2000) suggested that principals seize opportunities to involve new 
teachers in staff development or school inser vice training. For example, if a 
new teacher demonstrates special knowledge in the field of technology, the 
principal can invite the teacher to share information informally at a meeting 
or present in a planned staff development session. The new teacher’s partic- 
ipation may lead to an increased sense of belonging and community. Other 
suggestions from Boreen and colleagues (2000) induded frequently address- 
ing the new teacher by his or her first name to show acceptance and asking 
specific questions of the new teacher to show interest in his or her individual 
experiences. Instead of asking the teacher ho w things are going, the princi- 
pal can ask a direct question pertaining to the students. 

Beginning teachers want principals to communicate student expectations 
and the criteria for good teaching. They also want pr incipals to visit their 
classrooms often as they desire affirmation about their performance (Mullen 
& Lick, 1999). Feedback enhances learning, and new teachers need feedback 
just as students do. 

Finally, mentoring pays dividends in terms of new teacher retention. 
A review of 10 studies measur ing the impact of mentor ing programs 
across the United States and Canada found that mentoring programs do 
result in a new teacher staying in the field (Ingersoll & Kralik, 2004). From 
this review, researchers concluded that there is hope in the use of induction 
and mentoring as a means of reducing high teacher turnover rates (Ingersoll 
& Kralik, 2004). Similarly, a Rochester, New York, mentoring program for 
first-year teachers increased the return rate of teachers for a secand year from 
69 percent in 1987 to 86 per cent in 1999 (Heller, 2004). A program in 


48 


Qualities of Effective Principals 





Lafourche Parish, Louisiana, reduced the teacher dr opout rate f rom 
51 percent to 15 per cent directly after implementation of the pr ogram 
(Wong, 2002). In summary, Boreen and colleagues (2000) noted that an 
effective mentoring program can reduce attrition of first-year teachers by 
one-half or more. 


The Principal’s Role in Supporting a Mentoring Program 


While principals do not have time to serve as new teacher mentors them- 
selves, they can develop and nurture schoolwide support for a mentoring 
program in numerous ways. First, principals must establish a school culture 
where the idea of a “village raising a child” translates into a “school mentor- 
ing a new teacher.” Then they must clarify the vision of the mentoring pro- 
gram with the staff and “explicitly affirm the value of informal mentor ing” 
(Sweeny, 2001, p. 14). The expectation should be that everyone is a learner. 
In an effort to foster such a collaborative environment, principals can publicly 
acknowledge contributions made by staff members other than the assigned 
or formal mentors. Support from the entire staff ultimately fosters the novice 
teacher's sense of belonging. 

Fibkins (2002) suggested that principals become aware of their own indi- 
vidual strengths and weaknesses and teach themselves mentoring skills before 
publicly promoting a mentoring program. It is likely that principals will serve 
as role models—or even mentors—to the exper ienced teachers that have 
agreed to participate in the pr ogram. By identify ing their own mentoring 
skills, principals will be involved not only as learners but also as participants 
and be more prepared to train the selected team of mentors. 

Surely, leading by example is par t of training mentors and a dvancing a 
collaborative school culture. The principal must display the same six qualities 
that Rowley (1999) considers basic to being a g ood mentor: “(1) commit- 
ment to the role of mentoring; (2) accepting the beginning teacher, (3) skilled 
at providing instructional support; (4) effective in different interpersonal con- 
texts; (5) modeler of a co ntinuous learner; and (6) co mmunicator of hope 
and optimism” (p. 20). 

In addition to training mentors and exemplifying good mentor qualities, 
the principal can take the following specific actions to support a mentor pro- 
gram: consider class size and teaching load when making teacher assignments 
(Darling-Hammond, 2003); provide release time for mentors to visit other 
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schools to gather instructional techniques; and provide release time for new 
teachers for the pur pose of staff de velopment. Finally, Darling-Hammond 
(2003) added that, overall, the administrator needs to be highly supportive of 
the mentoring program to ensure its success. 


Key Research Findings 


The importance of mentor ing new teachers is reflected in numer ous 
studies, including those summarized below: 


* Experts in the field, principals, and new teachers themselves recognize 
that principals are a critical resource for new teachers as they work to 
improve instructional practice and student performance (Boreen et al., 
2000; Mullen & Lick, 1999). 

* Effective mentoring programs can reduce new teacher attrition 
(Boreen et al., 2000; Heller, 2004; Ingersoll & Kralik, 2004; Wong, 
2002). 

* Effective principals create a culture in which new teachers are sup- 
ported and mentored by others in the building and ar e not left to 
flounder alone in their classroom (Sweeny, 2001). 

* Principals must support mentoring programs by knowing their own 
mentoring abilities, developing the necessary qualities that make an 
effective mentoring program, and providing the support structures 
for successful implementation (Darling-Hammond, 2003; Fibkins, 
2002; Rowley, 1999). 

Related Resources: Boreen et al., 2000; Darling-Hammond, 2003; Fibkins, 2002; Heller, 


2004; Ingersoll & Kralik, 2004; Jonson, 2002; Mullen & Lick, 1999; Portner, 2003; Rowley, 
1999; Sweeny, 2001; Wong, 2002. 


Providing Professional Development Opportunities 


“Once in a great while, an outstanding teacher is born. But in most cases, 
excellent teachers are made. People have to be encouraged and helped to 
become good teachers” (Brody, 1977, p. 28). This quote epitomizes the 
essence of the principal's role in fostering professional development. Principals 
need not deliver or even directly plan, for that matter, the professional 
development program in their schools. However, if principals want to create 
a dynamic school community in which students and teachers thr ive, then 
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it’s incumbent upon them to make certain that teachers and other staff have 
every opportunity to grow and flourish. 

In earlier sections of this chapter, we focused on the learning and support 
needs of new teachers. Here, we turn our attention to the entire school. All 
teachers and staff—tfrom the least to the most expeiienced—can continue to 
learn and improve their practice. And learning and improving practice is pre- 
cisely what professional development is about, whether it be organized at the 
school, district, state, or national level. In fact, we contend that regardless of 
the unit delivering the professional growth opportunities, they must be rele- 
vant and germane to each individual (i.e., highly localized) recipient. Thus, 
borrowing from well-known political catechism, we think it safe to say that 
“all professional development is local.” 

In this section of the chapter, we offer a review of relevant research and 
recommended practice related to the pr incipal’s role in coordinating and 
supporting professional learning opportunities for teachers and other staff 
members. The role of the pr incipal in successful implementatio n of pro- 
fessional development is underscored by the National Staff Development 
Council (NSD C). As the ultimate g oal of pr ofessional development is 
increased student learning, “quality teaching in all classrooms necessitates 
skillful leadership at the community, district, school, and classroom levels” 
(NSDC, 2001). 


Supporting Professional Development Initiatives 


Supporting professional development initiatives comes in many forms. 
One way in which pr incipals support professional development is thr ough 
articulation of their values. The NSDC’s Standards for Professional Devel- 
opment state that the principals must “be clear about their own values and 
beliefs and the effects these values and belief s have on others and on the 
achievement of organizational goals” (NSDC, 2001). 

A study that analyzed the effectiveness of content-specific professional 
development found that the pr incipal’s support was essential. Indeed, the 
researchers found that those implementing the pr ofessional development 
“cited principal support as the most important factor in determining teacher 
participation in P D and in de veloping a supportive context for reform in 
schools” (Weiss & Pasley, 2006, p. 11). Similarly, a study examining the 
successful reform of schools cited principal support as an essential factor in 
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successful implementation (Bodily, Keltner, Purnell, Reichardt, & Schuyler, 
1998). In schools wher e implementation was not successful, teachers 
explained that the principal was not suppor tive, which resulted in internal 
conflicts in the school. 


Coordinating Professional Learning Opportunities 


One of the most important roles of an instructional leader is to coordi- 
nate the professional learning oppor tunities within their schools. Coordi- 
nation can stem from teachers’ perceived needs or the principal’s perceived 
needs. Regardless of who initiates the professional development, the prin- 
cipal ensures that the activities meet teacher needs,that they are valued by 
teachers, and that they meet both teachers’ goals and school goals (Blase 
& Blase, 2001). In their summatio n of what makes r eform successful at 
the district level, Fullan and colleagues (2004) emphasized the importance 
of designing and delivering coordinated professional learning opportuni- 
ties related to school and distr ict goals. Referring to the Chic ago Public 
Schools, they stated that “within each school, the principal and teacher 
leaders head teams that drive the school’s coordinated professional learn- 
ing and goals” (p. 43). Similarly, in a study involving 20 principals from 
Charlotte-Mecklenburg, North Carolina, schools using predetermined selec- 
tion criteria, researchers found that effectiv e principals provided specific 
opportunities within the school for teachers to learn continually (e.g. peer 
coaching, study groups) (Charlotte Advocates for Education, 2004). 

Schools are in the business of student learning , and effective principals 
recognize the connection between the primary goal of student learning and 
staff development. Cotton (2003) stated in her content analysis of principals’ 
impact on student achievement that 


the research attributes much of the principals’ success to the professional devel- 
opment opportunities that they provide for their staff members, particularly 
the teaching staff The successful principals offered not only more activities but 
also a wider range of them, both in terms of structure and content, than less 
successful ones did. Opportunities included in-school activities pr ovided by 
principals or staff members, group learning sessions like those descr ibed in 
the learning organization literature, district sponsored events, off-site work- 


shops and conferences, and college coursework. (pp. 35-36) 
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Portin and colleagues (2003) offer ed an excellent summation of the 
important role principals play in coordinating and supporting professional 
learning opportunities for teachers and other staff in their schools: 


Finally, the human resource function included professional development of 
staff. For teachers, school-based inservice training and development required 
a nimble principal who could both gain access to rsources and match develop- 
ment activities to the school’s strategic goals. (p. 26) 


Indeed, by whatever the means at hand might be , principals make quality 
professional development happen—and count—in their schools. 

Effective principals exhibit specific behaviors and take targeted action 
to ensure professional development opportunities are meaningful. School 
leaders provide the context for successful professional development. They 
must orchestrate multiple changes that provide quality learning opportuni- 
ties for teachers to work in teams, to focus resources effectively on curricu- 
lum development and implementation, and to establish accountability for 
results (Ruebling et al., 2004). They also provide leadership opportunities 
for teachers to initiate , engage in, and provide professional development 
(Blase & Blase, 2001; Drago-Severson, 2004). 

Consistent with the concept of principal-as-coordinator, Blase and Blase 
(1999) found several noteworthy leadership behaviors in their study of the 
role that instructional leaders play in pr oviding professional development. 
These behaviors include collaborating, promoting coaching, using inquiry to 
drive staff development, providing resources to support growth and develop- 
ment, and applying the principles of adult development to staff development 
efforts. The purpose of their study, which was designed to br oaden Bruce 
Joyce’s approach to professional development, was to investigate the question 
“What characteristics (e.g., strategies, behaviors, attitudes, goals) of instruc- 
tional leaders positively influence classroom teaching?” (p. 3). Among the key 
findings they derived from the investigation are a number of elements that 
are directly relevant to the fundamental r ole as instr uctional leader in the 
school: 


* Effective instructional leaders frequently provided professional devel- 
opment opportunities that address emergent instructional needs that, 
in turn, had substantial effects on teachers. 

* Teacher input into the design and co ntent of professional develop- 
ment, optional attendance, and active participation of the instructional 
leader were important. 
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* Principals who were effective instructional leaders helped facult y 
members stay informed about current trends and issues. 

* The multiple formal and informal oppor tunities principals provided 
for teacher collaboration yielded vast positive results for teachers. 

* The effective leaders were described by teachers in the study as attempt- 
ing to plan and operate staff development of a large-scale action research 
project, although they adknowledged the need to focus grater attention 
on action research related to student progress. 

* The effective leaders helped to develop faculty by providing essential 
resources. 

* The leaders recognized and supported different phases within teach- 
ers’ life cycles and accommodated teachers’ various roles. 

* They focused pr ofessional de velopment programs on curr iculum, 
instruction, and technology, as these areas are more likely to have effects 
on student learning. 

* They organized study groups and supported their activities. 

* They developed peer coaching relationships and suppor ted their 
activities. 

* They provided time for collabor ation for the study of teaching and 
learning. 

* The principals encouraged a commitment to spend time study ing 
outcomes, curriculum, and teaching practice rather than “admin- 
istrivia” and technical or managerial matters. (Blase & Blase, 1999, 
pp. 13-14) 


Marzano and colleagues (2005) described from their meta-analysis what 


they referred to as “intellectual stimulation’—the “extent to which the school 
leader ensures that faculty and staff are aware of the most current theories and 
practices regarding effective schooling and makes discussions of those theo- 
ries and practices a r egular aspect of the school’s culture” (p. 52). Particular 
characteristics associated with the piincipal’s intellectual stimulation respon- 


sibility include 


* Keeping informed and continually exposing staff to the latest research 
and theory on effective schooling. 

* Fostering systematic discussion of this research and theory. 

* Understanding the research and theory regarding given innovations 
and promoting staff understanding through reading and discussion. 
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Cotton (2003) noted that “effective principals were creative in finding 
ways to secure the resources necessary to make pr ofessional development 
opportunities available. In fact, principals of high-achieving schools are adept 
at finding and providing resources—financial, human, time, materials, and 
facilities—for all kinds of instr uction-related needs” (p. 36). Furthermore, 
effective principals “walk their talk,” exemplifying the outlook and behavior 
they expect from staff and students (p. 72). 


Key Research Findings 


Many studies summarize these key elements r elated to the pr incipal’s 
role in professional development, including the following: 


* Effective principals support professional development within their 
schools that meet both teacher needs and school gals (Blase & Blase, 
2001; Cotton, 2003; Fullan et al., 2004). 


Effective principals recognize the teacher leadership within the build- 


ing and involve teachers in the design and implementation of profes- 
sional development opportunities (Blase & Blase , 2001; Cotton, 
2003; Drago-Severson, 2004). 

Effective principals provide the time , resources, and structure for 
meaningful professional development (Blase & Blase, 1999; Drago- 
Severson, 2004; Ruebling et al., 2004). 

Effective principals are aware of the professional literature related to 


best practice and keep their staff informed as a part of professional 
development, developing a culture of learning (Blase & Blase 2001; 
Marzano et al., 2005). 


Related Resources: Blase & Blase, 1999, 2001; Charlotte Advocates for Education, 2004; 


Cotton, 2003; Drago-Severson, 2004; Fullan et al.,2004; Marzano et al.,2005; NSDC, 2001; 
Portin et al., 2003; Ruebling et al., 2004; Weiss & Pasley, 2006. 


Retaining Quality Staff 
Consider the following statistics concerned with teacher retention: 


* The rate of teacher leaving or setiring is higher than the ability to hire 
(Ingersoll, 2001a, 2001b). 
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* There is a greater teacher turnover annually in educational communi- 
ties with high-poverty families, by nearly a third, compared to other 
school communities (Ingersoll, 2001a, 2001b). 

The average teacher age in 1999 was 44 versus the national worker 
age of 30 (Hussar, 1999). 

The average annual teacher turnover rate is significantly higher for 


teachers compared to other occupatio ns—13.2 percent in teaching 
compared to a national average of 11 perent for all workers (Ingersoll, 
2001b, 2002). 

The cost of teacher turnover in Texas was estimated in 2002 to co n- 
sume approximately 25 to 33 percent of the employee’s salary once hir- 


ing, vacancy, training, and learning curve costs were factored in. One 
case study regarding turnover was conducted in three school districts, 
revealing a cost rang e of $355 to $5,166 to r eplace a teacher (Texas 
Center for Educational Research, 2002). 

The cost of teacher turnov er is fair ly consistent with business and 


industry costs. However, worker attrition patterns in business and 
industry denote primary reasons for leaving as other job opportunities 
(41 percent), better offers (36 percent), and relocation, none of which 
are mentioned in the teaching profession (Cheney, 2001). 

Common reasons for teacher leaving indude early retirement, reg- 


ular retirement, lack of support by administration, class size con- 
cerns, student enrollment issues, student behavior, school violence, 
unsatisfactory working conditions, and salaries (American Associ- 
ation for Employment in Education, 2000; Hanushek & Riv kin, 
2004; Wollmer, 2000). 

Teachers who enter the field out of a sense of ser vice are more likely 
to leave (Miech & Elder, 1996). 

In a study co nducted by the National Commission on Teaching and 
America’s Future (2003), the researchers stated “we have concluded 
that teacher shortages will never end and that quality teaching will not 
be achieved for every child until we change the conditions that are 


driving teachers out of too many of our schools” (p. 5). 


High rates of teacher turnover are negatively correlated with the school 
climate, affecting professional development initiatives, instruction, and 
student learning (Guin, 2004). 
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* Additional findings from the National Commission on Teaching and 
America’s Future (2003) include the following: 

° The key problem is not teacher supply but rather a lack of reten- 
tion, as teacher attr ition decreases a teacher’s career, increases 
school district costs, and hurts student learning. 

° Good teachers are “worn down” by heavy mentoring loads and deal- 
ing with students who had less effectiv e teachers the pr evious 
year(s). 

° Frustrations for teachers in order of frustration level include lack 
of administrator suppor t, lack of faculty influence, classroom 
intrusions, inadequate time, low pay, student behavior, student 
motivation, and class size. 


Given these and similar findings, no wonder teacher retention is such a front- 
burner issue for school impr ovement and student achie vement. Ultimately, 
keeping quality teachers and staff is as important (or perhaps more so, given 
the costs associated with turnover) as hiring the right people. 


Opportunity Costs Associated with Teacher Turnover 


Opportunity costs associated with teacher attrition can be high in terms 
of teaching effectiveness and student achievement. As Stronge (2007) noted 
in his analysis of existing research on the relationship between teacher expe- 
rience and teacher effectiveness, experience does, indeed, matter: 


Experienced teachers differ f rom rookie teachers in that they hav e attained 
expertise through real-life experiences, classroom practice, and time. These 
teachers typically have a greater repertoire from which to incor porate and 
organize routines for mo nitoring students and cr eating flowing, meaning ful 
lessons. Teachers who are both experienced and effective are experts who know 
the content and students they teach, use efficient planning strategies, practice 
interactive decision-making, and embody effective classroom management 
skills. These experienced and effective teachers are efficient; they can do more 
in less time than novice educators. (p. 11) 


Research related to the effect of experience on teaching effectiveness indicates 
that teachers with more experience tend to show better planning skills (Borko 
& Livingston, 1989; Covino & I wanicki, 1996; Jay, 2002; Yildirim, 2001); 
are better able to appl y a range of teaching strategies, including depth and 
differentiation in learning activities (Covino & Iwanicki, 1996); understand 
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students’ learning needs, learning styles, prerequisite skills, and interests better 
(Borko & Livingston, 1989; Covino & I wanicki, 1996; Jay, 2002); and are 
better organized and better able to hand le problems (Covino & I wanicki, 
1996; Cruickshank & Haefele, 2001). 

Various studies suggest that teacher maturation—that is, developing from 
novices to masters—takes time , ranging from five to eight y ears to master 
the art and science of tea ching (Darling-Hammond, 2000b; Educ ation 
Review Office, 1998). For instance, teachers with more than three years of 
experience are more effective than those with three years or fewer (Kaufman 
et al., 2002; Nye et al., 2004). A striking statistic is that teacher exper tise as 
defined by experience (as well as education and scores on licensing exams) 
accounts for as much as 40 percent of the variation in students’ achievement— 
more than race and social economic status (Ferguson, 1991; Virshup, 1997). 
Additionally, schools with more beginning teachers tend to have lower stu- 
dent achievement (Betts, Rueben, & Danenberg, 2000; Esch et al., 2005; 
Fetler, 1999; Goe, 2002). Again, it seems dear that teacher retention must be 
a vital concern for building administrators. 


Creating a Culture of Retention: What Principals Can Do 


Teacher attrition is going to occur; this is the natural course of events in 
the life of a school and in many ways is healthy and desirable. Thus, we’re not 
advocating eliminating teacher loss; rather, our focus is eliminating undesied 
teacher turnover and its inherent negative consequences. There are numerous 
strategies—some within the grasp of the pr incipal (administrative support) 
and some not (e.g., teacher pay)—that can be considered and enacted to pro- 
tect the school from undue teacher turnover. But we focus our attention here 
on one key factor that consistently has been related to teacher attrition: imbu- 
ing the school with a positive and collaborative learning environment. 

Although working conditions may not be a motivator for work, they most 
assuredly are necessary for maintaining staff (Her zberg, 1966, 1982). One 
essential element in fostering a learning environment in which teachers and 
others can thrive and desire to work is collaboration. “A large and growing 
volume of research repeatedly finds that, when principals empower their staffs 
through sharing leadership and decision-making authority with them, every- 
one benefits, including students” (Cotton, 2003, p. 21). 

In a study of school leadership style in Cyprian elementary schools, the 
researchers emphasized in their findings that principals’ practices need to 
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promote behaviors that enhance collaborativ e working conditions, such as 
“creating one to one relationships between the principal and each teacher 
or between the principal and each student. For this reason, the pr incipal’s 
presence in every aspect of school life seems to be ery important. Moreover, 
both principals and teachers should em phasize a strong, positive culture 
where commitment and responsibility, innovations, and a shared decision- 
making process are the main character istics” (Kythreotis & P ashiardis, 
19984, 1p. 29). 

In a case study concerned with integrating teachers and pr incipals in 
leadership decision making, the authors noted that unlike co nventional 
notions of instructional leadership, shared instructional leadership is an 
inclusive concept, compatible with competent and empowered teachers. “As 
teachers inquire together, they encourage each other to ward answers for 
instructional problems. Leadership for instruction emerges from both the 
principal and the teachers. Principals contribute importantly to these com- 
munities when they pr omote teacher reflection and professional growth” 
(Marks & Printy, 2003, p. 374). Additionally, their findings suggest that 
strong transformational leadership (i.e., leadership that engages and empow- 
ers teachers in a collaborative decision process) by the principal is essential 
in supporting the commitment of teachers. Consistent with this line of col- 
laborative leadership, Marzano and colleagues (2005) found in their meta- 
analysis that high-achieving school principals 


* Provide opportunities for staff to be inv olved in developing school 
policies. 

* Provide opportunities for staff input on all important decisions. 

* Use leadership teams in decision making. 


Further, they surmised that a “defining characteristic of a pur poseful com- 
munity is that it accomplishes goals that matter to all canmunity members. 
The critical phrase here is ‘all community members.’ The driving force 
behind this concept is that all the members of the school staff believe that 
their day-to-day efforts serve common goals” (p. 102). 


The Effect of Losing Good Teachers 


One report that summar ized the detr imental effect of losing g ood 
teachers found that high teacher turnover rates result in 
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* A deficiency of quality teachers for every classroom and thus lower quality 
of instruction. 

* Loss of continuity within the school in that school eform requires sustained 
and shared commitment by a school’s staff. 

* Time, attention, and funds being devoted to attracting new teachers and 
not to the classrooms (Charlotte Advocates for Education, 2004, p. 1). 


So how does the school principal achieve higher retention rates of highly 
able teachers? Although not a co mplete answer to this dilemma, a study by 
the Charlotte Advocates for Education (2004) did find that principals who 
have been more successful in retaining teachers have characteristics of success- 
ful entrepreneurs. Thus, creative problem solvers seem to have the advantage 
in keeping good staff. 

A final implication related to teacher turnover that cer tainly is not 
trivial is the loss of pr omising candidates for the principalship. Fullan 
(2002) noted: 


We will not have a large pool of quality principals until we have a large pool of 
quality teachers because quality teachers form the ranks of the quality principal 
pipeline. Individualistic strategies—signing bonuses, pay hikes—will not work 
to boost the ranks of qualit y teachers; the conditions of teacher work must be 
conducive to continual development and proud accomplishment. And this is 


certainly not the case now. (p. 20) 


Consequently, if we want quality school leaders, we first must attend to the 
matter of keeping quality teachers. 


Key Research Findings 


As demonstrated in the narrative above, numerous studies summarize 
concerns and potential solutio ns related to teacher retention, including the 
following: 


* Teachers leave for a variety of reasons, one of which inc ludes lack of 
administrative support (American Association for Emplo yment in 
Education, 2000; Cheney, 2001; Hanushek & Rivkin, 2004; National 
Commission on Teaching and America’s Future, 2003; Wollmer, 2000). 

* More experienced teachers are more effective than novice teachers 
in terms of planning, instructional delivery, problem solving, and, 
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most important, student achievement (Betts et al., 2000; Borko 
& Livingston, 1989; Covino & Iwanicki, 1996; Fetler, 1999; Goe, 
2002; Jay, 2002; Yildirim, 2001). 

* Effective principals promote collaboration and shared leadership, 
which is associated with a positive culture in which teachers will want 
to stay (Cotton, 2003; Kythreotis & Pashiardis, 1998b; Marks & 
Printy, 2003; Marzano et al., 2005). 

* Principals who are risk takers and who help in pr oblem solving 
with their staff are more likely to empower teachers and thus retain 
them (Blase & Blase , 2001; Charlotte Advocates for Education, 
2004). 

Related Resources: American Association for Employment in Education, 2000; Betts 
et al., 2000; Borko & Livingsto n, 1989; Charlotte Advocates for Educ ation, 2004; 
Cheney, 2001; Cotton, 2003; Covino & Iwanicki, 1996; Cruickshank & Haefele, 2001; 
Darling-Hammond, 2000b; Education Review Office, 1989; Esch et al.,2005; Ferguson, 
1991; Fetler, 1999; Fullan, 2002; Goe, 2002; Guin, 2004; Hanushek & Riv kin, 2004; 
Herzberg, 1966, 1982; Hussar, 1999; Ingersoll, 2001a, 2001b, 2002; Jay, 2002; Kaufman 
et al., 2002; Kythreotis & Pashiardis, 1998a; Marks & Printy, 2003; Marzano et al., 2005; 
Miech & Elder, 1996; National Commission on Teaching and America’s Future, 2003; 


Nye et al., 2004; Texas Center for Educational Research, 2002; Virshup, 1997; Wollmer, 
2000; Yildirim, 2001. 


A Final Word on the Importance 


of Human Resource Administration 


Education is a people business with appr oximately 80 to 90 per cent of a 
school’s operational budget invested in its people . Ken Chenault, CEO of 
American Express, succinctly captured the essence of the impor tance and 
influence of capable people in a service industry such as AmEx or education: 
“given the times we're in—and the fact that we're in the ser vice business— 
people are our greatest asset” (cited in Colvin, 2007, p. 102). When we 
understand that, among the factors within the school, the influence of 
principals is second only to teachers in affecting student achie vement 
(Leithwood et al., 2004), we begin to understand the power of people—the 
right people—in educ ational success. The teachers and other staff in a 
building are far more important to success than the building itself . Thus, 
selecting, supporting, developing, and keeping the right people is the central 
tenet for success in our business. 
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Figure 3.1 Key References for Human Resource Administration 





Selection 


Reference 


Induction and 
Support 


Mentoring 
Professional 
Development 


Retaining 





American Association for 
Employment in Education, 2000 





American Association of State 
Colleges and Universities, 2005 





Association of Community 
Organizations for Reform Now, 
(n.d.) 





Bergert & Burnette, 2001 





Betts et al., 2000 





Blase & Blase, 1999 





Blase & Blase, 2001 





Bodily et al., 1998 
Boreen et al., 2000 





Borko & Livingston, 1989 





Brody, 1977 





Burnett et al., 1998 





Charlotte Advocates for 
Education, 2004 





Cheney, 2001 





Collins, 2001 





Cotton, 2003 





Covino & lwanicki, 1996 





=] 


Cruickshank & Haefele, 2001 





Darling-Hammond, 2000a 


onl 





Darling-Hammond, 2000b 


= 

















Darling-Hammond, 2003 


= 

















(continued) 


62 Qualities of Effective Principals 








Figure 3.1 Key References for Human Resource Administration, cont. 





Reference 


Selection 


Induction and 
Support 


Mentoring 


Professional 


Development 


Retaining 





Drago-Severson, 2004 





Edgar & Pair, 2005 





Education Review Office, 1998 
Esch et al., 2005 





Ferguson, 1991 





Fetler, 1999 





Fibkins, 2002 





Fink & Resnick, 2001 





Fullan, 2002 





Fullan et al., 2004 





Goe, 2002 





Guin, 2004 





allinger & Heck, 1996 





anushek & Rivkin, 2004 





argreaves & Fullan, 2000 





eller, 2004 








erzberg, 1966 





erzberg, 1982 





indman, 2004 








y 
y 
y 
H 
Henke et al., 2000 
y 
H 
y 
y 


ussar, 1999 
ngersoll, 2001a 





ngersoll, 2001b 





ngersoll, 2002 








Ingersoll & Kralick, 2004 





Jay, 2002 























Human Resource Administration 


63 








Figure 3.1 Key References for Human Resource Administration, cont. 
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Figure 3.1 Key References for Human Resource Administration, cont. 
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‘Teacher Evaluation: 
Assessing Instructional Quality 











Felisha has worked in several districts as her military husband was trans- 
ferred to various bases. In the last 12 y ears as an assist ant principal, 
depending on the district, she has evaluated teachers using observations, 
portfolios, 360-degree feedback information, checklists, and a combination 
of these methods. Felisha was asked by the director of instruction for her 
current school district to serve on the evaluation design team for develop- 
ing anew teacher performance appraisal system. Over the course of SEU- 
eral months, Felisha and the rest of the t eam, consisting of teachers, 
building administrators, and central office supervisors, worked with a 
consultant to design a system that worked for their setting. She was intro- 
duced to the concept of academic goal setting in which teachers set goals 
based on lear ner needs and dev eloped a growth plan to address those 
needs. Felisha liked this tool and began using it informally with some of 
the teachers with whom she was w orking. When the pilot y ear for the 
revised system started, some of her teachers provided sample student learn- 
ing goals to their colleagues, and Felisha helped her fellow administrators 
make the paradigm shift from an inspector model to a growth-oriented, 


value-added evaluation process. 


he importance of teacher effectiveness in providing quality learning 
experiences for students of all ag es is absolutely clear. In fact, 
there is ample evidence to support the claim that, of all the vari- 
ables within the control of schools, the quality of the teacher’s teaching 
has one of the most powerful effects on student learning (Mendr 0, 1998; 
Nye et al., 2004; Rivkin, Hanushek, & Kain, 2001; Wright, Horn, & 
Sanders, 1997). To illustrate, in one study, Nye and colleagues (2004) 
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found that teacher effects explained 12 to 14 percent of the variance in 
mathematics achievement gains and approximately 7 percent of the variance 
in reading. Thus, “the variance in student achievement gains attributable to 
teachers was tw o to thr ee times as gr eat as that of the schools students 
attended, suggesting that policies addressing teacher effectiveness would yield 
greater gains than those addressing school improvement efforts” (Tucker & 
Stronge, 2006, p. 154). 

“So why does teacher e valuation matter? Bec ause teaching matters” 
(Stronge, 2006, p. 1). Given that teacher evaluation, essentially, is the ability 
to judge and develop teacher effectiveness, it seems paramount that we get 
teacher evaluation right. Traditionally, the teacher e valuation process was 
informal and based on general satisfaction of the community, but over recent 
decades, evaluation has e volved into a highl y structured and formaliz ed 
process used in most school systems today (Stronge & Tucker, 2003). In this 
chapter, we provide a summary of research and practice on key issues related 
to the principal’s role in performance evaluation. Specifically, we address the 
following questions: 


* Why evaluate? 

* What are good practices for teacher evaluation? 

* How should teacher performance be documented? 
* What are legal guidelines for teacher evaluation? 


Figure 4.3, at the end of this chapter , provides key references for effective 
performance evaluation. 


Why Evaluate? 


Teacher evaluation should never be just a required form that must be filled 
out every year or so. If this is all that e valuation amounts to, then both the 
principal and teacher ar e wasting their time—ho wever limited that time 
might be. Rather, if implemented properly, teacher evaluation can be a catalyst 
for school impr ovement, especially if w e accept the c laim stated at the 
beginning of the chapter that teacher quality has a powerful effect on student 
learning. In or der to move teacher e valuation away f rom being mer ely a 
prescribed procedure and to the point of making a differ ence in school 
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success, we offer two complementary purposes for teacher evaluation: teacher 
improvement and teacher accountability. 

The evaluation purpose of performance improvement relates to the 
teacher’s professional growth and improvement and involves helping 
teachers learn about, reflect on, and improve their practice (Duke, 1997; 
Howard & McColsky, 2001). Thus, it is growth oriented (or formative) 
(Iwanicki, 1990) and implies that the pr incipal should be assisting the 
teacher with improving his or her practice systematically over time. The 
accountability pur pose of teacher e valuation “reflects a co mmitment 
to the important professional goals of competence and quality perfor- 
mance” (Stronge & Tucker, 2003, p. 4). Thus, it is perceived typically as 
final (or summativ e) and co ncerned with determining effectiv eness 
(McGahie, 1991). 

These two major purposes of teacher evaluation—professional growth 
and performance accountability—often are viewed as mutually exclusive. 
We argue, however, that for teacher evaluation to be most beneficial, this 
artificial dichotomy must be eliminated.“There is room in [teacher] eval- 
uation systems for both accountabilit y and performance improvement 
purposes. Indeed, evaluation systems that reflect both accountability and 
personal growth dimensions are not only desirable but also necessary for 
evaluation to productively serve the needs of individual [teachers] and 
the community at large” (Stronge, 1995, p. 131). As Fullan (1991) noted, 
“combining individual and institutional development has its tensions, but 
the message . . . should be abundantly clear. You cannot have one with- 
out the other” (p. 349). 

For both improvement and accountability purposes in teacher evalu- 
ation systems to be feasible, there must be a concerted effort on the part 
of the principal to logically link them. McGreal (1988) aptly summarized 
that multiple purposes of evaluation can be successfully met within a sin- 
gle evaluation system when the system is viewed as one component of a 
larger mission—furthering the goals for the organization. As principals 
exercise their responsibility to evaluate their staff, it is imperative that 
they keep uppermost in their thinking that they ar e responsible to help 
their teachers grow and flourish (formative evaluation purposes) and, ulti- 
mately, to exercise their responsibility for ensuring results of performance 
(summative evaluation purposes). 
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Key Research Findings 


Research findings related to the purposes of teacher evaluation highlight 
the following elements: 


* Teacher supervision and evaluation are fundamental responsibilities of 
the principal. Yet principals and teachers find their supervisory inter- 
actions to be difficult and unsatisfying experiences (Cooper, Ehrensal, 
& Bromme, 2005). 

* The number of incompetent teachers is well above the number of teach- 
ers who were actually documented as incompetent, leading to a serious 
disconnect recognized by both administrators and teachers between the 
ideal pur poses of an e valuation system and r eality (Menuey, 2005; 
Tucker, 1997). 

* Over the past two decades, teacher evaluation systems have been 
recognized as integral to teacher improvement and to overall school 
improvement (Ellett & Teddlie, 2003) and improvement in the class- 
room (Duke, 1997; Howard & McColsky, 2001). 

* Teacher evaluation systems of the past have failed to fulfill both pur- 
poses of accountability and improvement because of poor implemen- 
tation and a negative atmosphere in which the evaluation takes place 
(Danielson, 2001). 

Related Resources: Cooper et al.,2005; Danielson, 2001; Duke, 1997; Ellett & Teddlie, 2003; 


Howard & McColsky, 2001; Iwanicki, 1990; McGahie, 1991; McGreal, 1988; Menuey, 2005; 
Stronge, 1995; Stronge & Tucker, 2003; Tucker, 1997. 


What Are Good Practices in Teacher Evaluation? 


Although we strongly advocated in the previous section for quality teacher 
evaluation with the dear purposes of professional growth and accountability, 
too many teacher evaluation systems accomplish neither (Stronge & Tucker, 
2003). If quality teacher evaluation is to lead to better-quality teaching, then 
we must inject quality characteristics into our daily practice. In particular, we 
recommend that teacher e valuation be designed to inc lude four essential 
characteristics: (1) a positive climate for evaluation, (2) good communication 
between the principal and teacher thr oughout the evaluation process, (3) a 
commitment to teacher evaluation, and (4) technically sound practices. 
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Providing a Positive Climate for Teacher Evaluation 


Teacher e valuation that is co nducted in an envir onment that fosters 
mutual trust between the teacher and pr incipal offers the gr eatest potential 
for benefiting the school and, ultimately, the students. Although teacher eval- 
uation as a process has too of ten generated suspicion if not co nflict, “trust 
between evaluator and evaluate . ..can. . . prevail in an effective personnel 
evaluation system’ (Stronge, 1995, p. 137). As Tschannen-Moran (2004) found 
in her study of tr ust in schools, “Trustworthy leadership is likely to lead to 
more active and constructive supervision that contributes to improved instruc- 
tion in the school” (p. 181). Going back more than 28 years, Redfern (1980) 
suggested that a cooperative atmosphere created in the e valuation process 
enhances the opportunities for satisfying the concerns of everyone involved. 


The Importance of Good Communication in Teacher Evaluation 


“Teacher evaluation systems should reflect the importance that effective 
communication plays in every aspect of the e valuation process” (Stronge, 
2006b, p. 7). Unless teachers and evaluators communicate early and often 
about what is learned through evaluation, its value will be lost and opportu- 
nities for growth will be missed. In an effort to establish clear understanding 
about the evaluation system and a productive dialogue throughout the eval- 
uation process, we recommend giving attention to both public and confi- 
dential aspects of principal-teacher communication. 

One important feature of clear communication in teacher e valuation 
relates to public disclosure of elements about which teachers have a right to 
be informed. Elements for which public disclosure is vital include 


* Establishing clear goals for school improvement. 

* Determining how teacher evaluation relates to those goals (e.g., teacher 
improvement, student achievement). 

* Developing clear performance standards upon which teacher evalua- 
tion will be based. 

* Identifying acceptable standards of performance. 

* Building clear and consistent procedural guidelines and safeguards for 
all evaluation procedures. 

+ Establishing a reasonable evaluation timeline and sticking to it Gtronge, 
1995, 2006b). 
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“A second vital aspect of effective communication in teacher evaluation 
is its personal and private side—ongoing two-way communication between 
the evaluator and teacher” (Stronge & Tucker, 2003, p. 7). Good communi- 
cation between the principal and the teacher includes 


* Cooperatively de veloping e valuation protocols and pr ocedures 
(e.g., timelines, feedback process following classroom visits). 

* Focusing on opportunities for teacher development and performance 
improvement throughout the process—not just at the end of the wal- 
uation cycle. 

* Identifying ways and means to reach higher standards and correct 


any subtle or significant discrepancies in performance (Stronge, 
1995, 2006b). 


Of particular importance on the private side of communication in evaluation 
is the co nferencing between the pr incipal and tea cher. The e valuation 
conference serves multiple purposes, such as documenting per formance for 
use in decision making, informing teachers about their performance, and 
motivating teachers to higher levels of performance (Helm & St. Maurice, 
2006). The authors identified various features of effective principal-teacher 
conferences concerned with the teacher's evaluation: 


* Two-Way Communication: Principals who listen mor e than they talk 
will obtain more useful information about teachers’ performance. 

* Balanced Revie w of Past Performance and F uture Goals: While 
reviewing performance is essential, setting per formance goals or 
developing professional growth plans as part of the evaluation con- 
ference can be a very constructive way to promote the teacher’s 
professional growth. 

* Recognition of Teacher Strengths and Successes: It is important to under- 
stand that the more specific teacher commendations or recommenda- 
tions for improvement, the more meaningful they are. 

* Identification and Analysis of Problems Affecting the Teachers Performance: 
When teacher performance doesn’t meet reasonable standards or 
expectations, it is important to understand the context for these failures 
and then to move immediately toward identifying solutions to the 
problems. 
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Demonstrating a Commitment to Teacher Evaluation 


Establishing teacher evaluation as a priority is essential if the evaluation 
system is to co ntribute substantially to school and teacher impr ovement. 
Teacher evaluation systems that lack strong support from the school admin- 
istration are superficial at best (Stronge, 1991). As Conley (1987) noted, one 
of the critical attributes of an evaluation system is that it be elevated to a pri- 
ority in the school district. 

To become a reality, the principal must be clear about his or her canmit- 
ment in tangible ways. In fact, the principal's daily practices related to teacher 
quality and teacher evaluation are far more influential than any teacher eval- 
uation policy or manual (i.e ., the walk is mor e powerful than the talk). Of 
particular importance for demo nstrating a commitment to teacher e valua- 
tion as a means to school improvement are 


* Establishing teaching excellence as a priority in everything that occurs 
in the school. 

* Allocating time—a dequate time—and attentio n to implementing 
effective evaluation procedures. 

* Devoting available resources (e.g., professional development funds) to 
support the e valuation process and teacher impr ovement (Bridges, 
1992; Conley, 1987; Duke, 1990; Poston & Manatt, 1993, Stronge & 
Tucker, 2003). 


Technically Sound Teacher Evaluation Practices 


“While a conceptually sound and technically correct teacher evalu- 
ation system will not guarantee effective evaluation, one that is techni- 
cally flawed and irrational most assuredly wi// guarantee failure” (Stronge, 
2006b, p. 9). The basic building blocks for technically sound evaluation 
systems are the standards developed by the Joint Co mmittee on Stan- 
dards for Educational Evaluation in 1988 and revised in 2007: propriety, 
utility, feasibility, and accurac y. The standards can be summar ized as 
depicted in Figure 4.1: 


* Effective principals do not “wing it” in their assessments of teaching. 
Rather, they participate in extensive training programs to increase their 
own skills in performance evaluation (Cotton, 2003). 
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Figure 4.1 Personnel Evaluation Standards Applied to Teacher Evaluation 








conducted with concern for both the 
welfare of the teachers and their clients. 
(Joint Committee on Standards for 
Educational Evaluation, 1988, p. 11) 


Application to 
Standards Description of the Standards Teacher Evaluation 
Propriety Standards Evaluations should be legal, ethical, and e Written policy inclusive of 


criteria and procedures. 

e Job-related evaluation criteria. 

e Prior notification before 
evaluation begins. 

e Legal compatibility with 
statutory mandates. 

e Equitable treatment of all 
teachers. 





Utility Standards 


Evaluations should be offered in a timely 
manner, useful format, and with informa- 
tion that the teacher can use to improve 
performance. (Joint Committee on Stan- 
dards for Educational Evaluation, 1988, 
p. 45) 


e Detailed and focused feedback 
that enhances instruction for chil- 
dren. 

© Constructive suggestions 
that allow sufficient time for 
improvement. 

e Process promotes growth. 





Feasibility Standards 


Evaluation systems must be reasonable to 
use in terms of the time and resources 
required to conduct the evaluation, in addi- 
tion to providing valuable feedback (Joint 
Committee on Standards for Educational 
Evaluation, 1988, p. 71) 


e Practical procedures for both 
teachers and administrators. 

e Perception of meaningful 
evaluation as a priority for the 
school system, with adequate 
support. 





Accuracy Standards 








Information collected during the evalua- 
tion must be valid and precise in order to 
draw conclusions about job performance 
(Joint Committee on Standards for Educa- 
tional Evaluation, 1988, p. 83) 





e Written documentation of all 
communications regarding 
performance. 

e Recommendations based on pat- 
terns of behavior. 

e Substantiation for personnel 
recommendations that are made. 





Source: From Handbook on teacher evaluation: Assessing and impro ving performance (p.20), by J. H. S tronge and 


P. D. Tucker, 2002, Larchmont, NY: Eye on Education. Reprinted with permission. 
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* The more “an employee (i.e., the teacher) par ticipates in the 
evaluation conference, the more satisfied he or she will be with 
the conference and the super visor” A pr incipal’s “encouraging 
substantial contributions by the teacher also ensures greater com- 
mitment of the teacher to the pwcess” (Helm & St. Maurice, 2006, 
p. 244). 

* A productive evaluation conference can help with problem-solving, 
strategy-developing, and goal-setting functions. Additionally, confer- 
ences need not be only formal events that occur at the end of the wal- 
uation cycle. Rather, informal conferencing can (and should) occur 
early and of ten. Simply talking about both str engths and areas for 
improvement can provide help and encourag ement for the tea cher 
when they can do the most good (Helm, 1997). 

* The availability of resources to r espond to individual needs ser ves 
teacher accountability that is rooted in professional norms and values 
(McLaughlin, 1990). 

* Principal-teacher collaboration is a means of maintaining tr ust and 
mutual respect in the evaluation process and is key to de veloping a 
sense of ownership by all par ticipants (Duke, 1990; McConney, 
Schalock, & Schalock, 1997; Poston & Manatt, 1993). 

* Principals who balance both c aring and high expectations of teacher 
performance develop more trustworthy relationships than principals 
who focus on caring without high expectatio ns or high expectatio ns 
without caring (Tschannen-Moran, 2004). 

* Involving teachers at every level in the evaluation process is an irre- 
ducible requirement for effective teacher evaluation. Conversely, the 
exclusion of teachers from the evaluation process perpetuates a “them 
and us” schism between principals and teachers. This divide is fatal to 
teacher evaluation and r einforces a vie w of teacher e valuation as 
indifferent to teachers’ professional expertise and classroom realities 
(McLaughlin, 1990). 

* Principals’ perceptions of their own competence in evaluating teach- 
ers affect successful implementatio n of teacher e valuation policies 
that focus on removing incompetent teachers f rom the classroom 
(Painter, 2000). 
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* Asa result of a review of almost 8,000 studies, Hattie concluded that 


the most powerful single modification that enhances achie vement is 
feedback (as cited in Marzano et al., 2005). 


Related Resources: Bridges, 1992; Conley, 1987; Cotton, 2003; Duke, 1990; Helm, 1997; 
Helm & St. Maurice, 2006; Joint Committee on Standards for Educational Evaluation, 
1988; Marzano et al., 2005; McConney et al., 1997; McLaughlin, 1990; Painter, 2000; 
Poston & Manatt, 1993; Stronge, 1991, 1995, 2006b; Stronge & Tucker, 2003; Tschannen- 
Moran, 2004. 


How Should Teacher Performance Be Documented? 


Teacher evaluation historically has relied heavily—and often solely—on direct 
observation. For decades, teacher evaluation consisted of an untrained 
supervisor (principal or depar tment head) dropping in on a teacher’s class 
once a year (at best) and writing a few words about the teacher’s enthusiasm 
or organization. The written “evaluation” was then filed and probably never 
read or used again. 

Later, the clinical supervision model came to do minate the evaluation 
procedure. The supervisor usually was trained and met with the teacher in a 
pre-observation conference as well as a post-observation conference in which 
the supervisor highlighted strengths and weaknesses of the teacher. Yet the 
sole basis for performance evaluation was still the supervisor's observation. In 
fact, under this system, being observed was synonymous with being evaluated. 
Observation can be a helpful mode of data collectim for classroom teachers, 
but as a sole source it is too limiting and doesn’t allow for a full and fair 
picture of the teacher’s performance. Thus, we need to consider the use of 
multiple data sources in evaluating teaching performance. 

In summarizing some of the pr oblems facing teacher e valuation prac- 
tice, Peterson (2000b) noted: 


Seventy years of empirical research on teacher evaluation shows that current prac- 
tices do not improve teachers or accurately tell what happens in classrooms. . . . 
Teacher evaluation as presently practiced does not identify innovative teaching so 
that it can be adopted by other teachers and used in teacher eduation programs. 
Finally, current procedures do not reward exemplary teachers. (p. 18) 


Given the existing ineffectiv eness too frequently found in co ntemporary 
teacher evaluation, it seems essential that w e improve—and improve 
dramatically in some cases—our practices. 
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What Is Wrong with Using 
Only Observation in Teacher Evaluation? 


If used pr oductively, nothing is w rong with inc luding observation in 
teacher evaluation. What is wrong is relying solely on teacher observation 
as it is insufficient to fairly and fully document teacher per formance as a 
single source. Furthermore, as traditionally practiced, principal reports based 
on teacher observations “do not increase good teachers’ confidence or re- 
assure the public about teacher quality” (Peterson, 2000b, p. 18). Consider 
the following concerns: 


* Classroom observation visits typically represent less than one-half of 
one percent of actual teaching per formance in a giv en year. Thus, 
observations alone are far too unreliable to give an accurate picture of 
teacher work. 

* Classroom observations are prone to being ar tificial, especially when 
special lessons are prepared for a planned classroom observation visit. 
Although a pre-conference, observation, post-conference sequence can 
be helpful for teacher de velopment, it also c an lead to an inaccurate 
view of what happens in the classroom on a day-to-day basis. 

* Observation is useful for documenting only part of the important 
work that teachers do . Class visits c an yield useful informatio n 
about selected processes of teaching, such as instructional delivery 
and classroom management, but only a glimpse at teacher planning, 
student assessment, communication with parents and others, and 
professional development of the teacher. Perhaps most important, 
observations yield little or no informatio n about the outco mes of 
teacher-student achievement. 

* No matter how it is vie wed, observation is a form of inspectio n, 
and inspection can be viewed as de-professionalizing (Stronge & 
Tucker, 2003). 


Why Use Multiple Data Sources in Teacher Evaluation? 


The primary purpose of gathering information in teacher evaluation is to 
obtain factual descriptions of the teacher ’s behavior or per formance to the 
fullest extent possible. Documentation is merely the process of recording 
sufficient information about the teacher’s performance to support ongoing 
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evaluation and to justify improvement and personnel decisions based on the 
evaluation. Thus, the basic questio n to ask regarding documenting per for- 
mance is: How will the teacher demonstrate the required professional responsibil- 
ities that he or she is required to fulfill? 

The use of m ultiple data sources is beneficial because it provides for a 
more flexible approach to capturing a broad range of responsibilities and 
increases the validity of the evaluation process. Multiple data sources are used 
in teacher evaluation because teaching is too complex for any one source to 
sufficiently capture the role or performance (Peterson, 2004). Also, no single 
data source is valid or feasible for allteachers in all school districts (Peterson, 
2006). Consequently, we need to consider using appropriate data sources as 
part of a full and fair documentation of the teachers’ work. 


Classroom Observation 


Although classroom observation should not be the sole sour ce of infor- 
mation used for a teacher’s performance evaluation, it can serve as an essen- 
tial building bloc kofamor eco mprehensive data collection sy stem. 
Observation can be categorized into two basic types: formal and informal. In 
performing a formal observation, the principal conducts a structured, planned, 
40-minute observation of a teacher who is pr esenting a classroom lesson. 
Informal observation is shorter and often more extemporaneous. It might 
include, for example, the principal’s walk-through visit or even a planned, 10- 
to 15-minute visit. Both formal and informal obsewations can play an impor- 
tant role in collecting meaningful data about a teacher's performance—as long 
as they comprise only one source for documenting teacher performance. 


‘Teacher Portfolios 


Another important source for obtaining documentation of a teacher’s 
performance is a professional portfolio (i.e., a purposeful collection of writ- 
ten records and documents produced by the teacher as a pait of his or her job 
responsibilities) or a set of ar tifacts about performance (e.g., lesson plans, 
newsletters to parents). Portfolios, typically, are more prescribed and com- 
prehensive. They might include, for example, copies of lesson plans, syllabi 
developed or adapted for a given class, representative samples of student work, 
correspondence sent to and received from parents, and evidence of student 
performance. Most important, portfolios or less formal artifact analysis can 
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serve a valuable self-evaluation function when the teacher indudes thought- 
ful, reflective comments about his or her teaching. 


Student Surveys 


Asking questions of those with who m a teacher w orks most closely— 
the students—about their perceptions of the teacher’s performance can con- 
stitute an important source of documentation. After all, “students are the only 
ones of the teacher's clients who have direct knowledge about classroom prac- 
tices on a regular basis” (Stronge, & Ostrander, 2006, pp. 135, 137). Addi- 
tionally, various studies have found that students throughout the school-age 
range c an accuratel y assess teacher pe rformance (D riscoll et al., 1990; 
Ebmeier, Jenkins, & Crawford, 1991; Peterson & Kauchak, 1982). Perhaps 
most convincing, in a study of the validity of student ratings of teacher per- 
formance, Wilkerson and colleagues (2000) found that student ratings of 
teachers were better predictors of student achievement than ratings by prin- 
cipals and the teachers themselves. 

Despite the encouraging evidence related to the use of student surveys, 
they should be employed with a degree of caution. For instance, student rat- 
ings might be restricted to descr iptions of life in the c lassroom or discr ete 
and visible behaviors in an effor t to increase the reliability of the ratings 
(Peterson & K auchak, 1982). Although there are exceptions, most public 
schools that currently require student surveys in their teacher evaluation sys- 
tems do so on a “for your eyes only” basis—that is, the teacher only views the 
student feedback and uses the informatio n for his or her o wn formative 
improvement. 


Student Performance Measures 


There are var ious co ncerns with inc luding student per formance in 
teacher evaluation, including 


* The collective nature of accountability and input into student perfor- 
mance (i.e., student learning is the product of teachers’ influence and 
student learning over time). 

* The fact that many variables both within a classroom and beyond the 
control of the teacher affect student learning and that, thus, all learn- 
ing (or the absence thereof) cannot be attributed to the teacher. 
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* The technical challenges of adequately measuring student learning 
(e.g., absence of meaningful pre- and post-test achievement data for 
all teachers, nature of single point-in-time tests as indiators of stu- 
dent progress, alignment of achievement tests with the curriculum) 
(Tucker & Stronge, 2005). 


Nonetheless, there are numerous compelling reasons for including student 
achievement data in the teacher evaluation process, including the following: 


* There is abundant research substantiating the daim that teacher qual- 
ity is the most impor tant school-related factor influencing student 
achievement (Nye et al., 2004; Rivkin et al., 2001). 

* There is growing evidence and recognition that value-added approaches 
to teacher evaluation offer convincing evidence and defensible method- 
ologies regarding the influence of the c lassroom teacher on student 
learning (S tronge & Tucker, 2000; Tucker & S tronge, 2005, 2006; 
Wenglinsky, 2002). 

* Measures of student learning pr ovide the ultimate accountability for 
teacher evaluation (Tucker & Stronge, 2006). 


Regardless of one’s personal perspective on the issue of co nnecting student 
performance to teacher per formance (for teacher e valuation pur poses or 
otherwise), public policy and educational practice have begun to br oadly 
embrace various methodologies for doing so. As of this writing, states such 
as Arizona, Florida, Ohio, Pennsylvania, Tennessee, and Virginia, among 
others, have various statewide requirements for either including substantial 
measures of student achievement in teacher evaluation or using value-added 
methodologies for assessment of school and tea cher performance. For 
example, recent legal decisions regarding teacher dismissal in F lorida have 
mandated that student achie vement be used as a pr imary factor in teacher 
dismissal cases (Sherrod v. Palm Beach County School Board, 2006; Young v. 
Palm Beach County School Board, 2006). 

Figure 4.2 offers a summary of selected data sources that might be used 
to provide a more comprehensive picture of teacher per formance than any 
single source might do 0 n its own. Although good teaching and student 
learning are inextricably connected, we have attempted to denote the pr i- 
mary focus of the given data sources. 
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Figure 4.2 Data Sources for Documenting Teacher Performance 





Teacher Evaluation Information Sources 
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Source: Adapted from a model created by C. Gareis and J. Stronge. 


Key Research Findings 


Research findings related to using multiple data sources in teacher eval- 
uation highlight the following elements: 


* Effective principals visit classrooms with a pur pose—to support and 
provide feedback regarding instructional practices. Research supports 
the link between classroom observation practices, feedback regarding 
teaching, and student performance (Cotton, 2003). 

* Effective principals are available through being visible. Their presence 
in the classroom and outside the c lassroom sends a message to stu- 
dents, parents, teachers, and others that educ ating students is a team 
effort, not the work of one or two individuals (Marzano et al., 2005). 

* Feedback through surveys of client groups such as students, parents, 
and peers inc luded along with c lassroom obser vation reduces the 
reliance on one data source (Stronge & Ostrander, 2006) and “has a 
more powerful impact o n people than informatio n from a single 
source, such as a principal” (Manatt & Benway, 1998, p. 23). 

* Ina study of the relationship between feedback from students, teach- 
ers, and parents and student academic achievement, researchers found 
that feedback from students regarding teacher performance and 
student achievement showed the strongest significant relationship, 
indicating that student feedback can be a useful tool in per formance 
evaluations (Wilkerson et al.,2000) and can be a valid and teliable tool 
in evaluation (Peterson, Wahlquist, & Bone, 2000). 
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* The use of portfolios actively engages teachers in the evaluation process 
and encourages reflective practice by the teacher (Danielson, 2001; 
Wolf, 2006) which is a quality of an effective teacher (Stronge, 2007). 

* Student performance measures focus on the value that teachers add to 
the academic performance of students and should be inc luded as one 
data source in an evaluation system (Tucker & Stronge, 2006). 

Related Resources: Cotton, 2003; Danielson, 2001; Driscoll et al.,1990; Ebmeier et al.,1991; 
Manatt & Benway, 1998; Marzano et al., 2005; Nye et al., 2004; Peterson, 2000b, 2004, 2006; 
Peterson & Kauchak, 1982; Peterson et al., 2000; Rivkin et al., 2001; Stronge & Ostrander, 


2006; Stronge & Tucker, 2003; Tucker & Stronge, 2005, 2006; Wenglinsky, 2002; Wilkerson 
et al., 2000; Wolf, 2006. 


What Are the Legal Guidelines for Teacher Evaluation? 


Despite our best effor ts to implement fair and sound e valuation systems, 
teacher evaluation frequently falls well short of the mark, due to ineffective, 
irrelevant, and in so me cases legally indefensible e valuation systems. 
Fundamentally, the rights of individual teachers to due pr ocess “must be 
weighed against the obligation of the school boar d to ensure the quality of 
instruction that students receive” (Tucker & DeSander, 2006, p. 69). Thus, in 
all of our tea cher evaluation policies and pra ctices, it is imperative to keep 
this balancing act in mind:individual rights versus institutional commitment 
to quality educational delivery. 

Although there is a solid record of support from state and federal courts 
involving proper due process, principals and other school administrators often 
are “leery of the legal ramif ications of teacher e valuation” (Tucker & 
DeSander, 2006, p. 69). This section of the chapter is devoted to a review of 
legally sound practices that must accompany any teacher evaluation practices 
in the school. Specifically, we offer the following guidelines to help make the 
principal’s evaluation practices fundamentally sound and legally defensible:' 


1. Principal/evaluators must inform teachers of all standards, criteria, and 
procedures for evaluation before implementation. This step is required 





The list provided here offers general guidelines for legally sound teacher evaluation practices. 
Consult with your school board attorney or other appr opriate individuals for guidance in 
specific situations. 
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because one component of due pr ocess is “notice,” the co ncept of 
which has been expanded b y the cour ts to inc lude notification of 
expected or prohibited behavior prior to holding so meone account- 
able for the behavior. Clearly, a person evaluated by criteria and pro- 
cedures about which he or she has not been previously informed has 
been deprived of the “notice” component of due process. 


. Principal/evaluators must follow any and all st ate and local procedural 
requirements. Failure to follow prescribed statutory or administrative 
procedural requirements or to follow district policies and procedures 
is among the most frequent reasons for judicial rejections of evalua- 
tions. It would be erroneous to generalize that such failure to follow 
prescribed procedures always results in reversal of district or organiza- 
tional decisions; courts sometimes tolerate variances, but usually only 
when it is dear that even strict compliance with prescribed procedures 
would not have changed the outcome of the action. 


. Principal/evaluators must be objective and must ensure an objective eval- 
uation process. Evidence of objectivity, or absence of bias, in imple- 
menting the evaluation process helps defend evaluators against charges 
of political or perso nal motives indicative of “bad faith” or arbitrary 
and capricious behavior. An objective evaluation process is one that is 
designed and implemented with fairness and applied cmsistently to all 
employees. 


. Principal/evaluators should document patterns and effects of behavior. Case 
law is replete with lessons about the importance of frequent rather than 
single or even sporadic evaluations. How else can evaluators establish 
patterns of behavior? It is,after all,a pattern of behavior rather than an 
isolated incident (barring something like sexual involvement or crime 
of moral turpitude) that the courts require as convincing evidence that 
a major personnel decision is warranted. Increasingly, the courts expect 
the administration to prove that the educator’s unacceptable behaviors 
have an adverse impact on students or staff. 


. Principal/evaluators must determine whether the educat or’s behavior is 
remediable or ir remediable. Irremediable behavior has been def ined 
in case law as behavior that has a seriously damaging effect on stu- 
dents or others in the school envionment or behavior that could not 
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have been corrected even with prior warning. Most behavior co n- 
nected with job per formance, however, is co nsidered potentially 
remediable. Thus, remediation, whether required by state statute, 
local board policy, or applicable case law, almost always will need to 
be provided to the individual prior to dismissal for cause. However, 
there are at least two circumstances in which on-the-job behavior 
may be considered potentially irremediable: (1) when the behavior is 
repeated over a period of time, especially when the employee has been 
notified that the behavior is unacceptable; and (2) when ther e are 
many deficiencies or unacceptable behaviors, any of which as single 

behaviors might be remediable but which taken in the aggegate may 
become irremediable. 


6. Where remediable deficiencies exist, provide clear descriptions of the defi- 
ciencies and clear, specific descriptions of the expected corrections or improve- 
ments in performance behaviors. The principal/evaluators must prescribe 
the specific behaviors that will indicate improved performance. 


7. Where serious performance deficiencies have been cited, the principal/ 
evaluators must allow reasonable time to improve, and reasonable assistance 
in improving should be provided by the staff of the school or school district. 
Resources and assistance needed to impr ove, a specific timeline for 
improvement, and performance measures that will be used to ascer- 
tain adequate improvement must be provided and then adequately 
monitored. Ideally, an evaluator’s primary goal in working with an 
employee having performance difficulties should be to help that 
person improve his or her performance. (Adapted from Stronge & 
Helm, 1991) 


Key Research Findings 


Research findings related to legal aspects of teacher evaluation are high- 
lighted in the following elements: 


* In studying high-trust cultures in Chicago, these cultures are more— 
not less—likely to take action against persistently uncaring or incom- 
petent teachers. “Failure to act c an poison the whole atmosp here. 
Students, parents, and colleagues know when bad teaching is being 
tolerated” (Fullan et al., 2004, p. 45). 
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* Ina study f rom the Dallas Independent S chool District concerning 
the discernable elements of high-performing schools (i.e, schools that 
consistently experienced higher-than-expected student gain scor es), 
the researchers found that using the results of teacher assessment was 
one of three discernable characteristics. Specifically, “the principals of 
effective schools did not tolerate ineffective teachers” (Mendro, 1998, 
p. 264). 

* The responsibility to remediate low-performing teachers or remove 
them falls on the shoulders of school principals (Painter, 2000). 

* Factors that affect principals’ ability to move for dismissal of incampe- 
tent teachers include legal, political, and social considerations as well as 
principals’ own abilities in evaluation (Painter, 2000) and participation 
in evaluator training (Tucker, 1997). 

* Nationally, over two-thirds of principals say they need mor autonomy 
in removing ineffective teachers from the classroom and rewarding 
outstanding teachers and staff (Tucker & Tschannen-Moran, 2002). 

* Effective principals work with teachers who ar struggling to improve 
performance while also documenting deficiencies in order to pro- 
vide evidence of incompetence if a move for dismissal is necessar y 
(McGrath, 2006). 

* Effective principals follow district and state guidelines in ensuing due 
process (DiPaola & Hoy, 2008), including informing the teachers of 
their strengths and weaknesses and working with them to remediate 
the problem (Tucker & DeSander, 2006). 

Related Resources: DiPaola & Hoy, 2008; Fullan et al., 2004; McGrath, 2006; Mendro, 1998; 


Painter, 2000; Stronge & Helm, 1991; Tucker, 1997; Tucker & DeS ander, 2006; Tucker & 
Tschannen-Moran, 2002. 


A Final Word on Making Evaluation Meaningful 


Some of the most powerful tools for school improvement and effectiveness 
that the principal has at his or her f ingertips are program and personnel 
evaluations. Strategic plans, mission statements, and school improvement 
plans are important documents for defining current priorities and future goals, 
but they are not sufficient alone. There must be quality people to implement 
those plans and programs, make improvements, and work toward fulfilling 
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the school’s mission. No school or program is better than the people who 
deliver its ser vices. And related to the deliv ery of quality services, both 
programs and the people r esponsible for implementing them m ust be 
assessed on a regular basis to maintain and impwve performance. Evaluation, 
therefore, is an essential activity for the principal of a successful school. 

Despite the fact that proper evaluation of personnel is fundamental, this 
part of the personnel process often fails to receive the attention it deserves due 
to the many competing demands on the principal's time. In most schools, 
principals are responsible for evaluating at least 30 to 40 teachers and a vati- 
ety of specialists who support the educational program. The latter group of 
specialists, with diverse responsibilities, are particularly difficult to evaluate 
because they do not fit easily into the categories of teacher or administrator 
for which evaluation procedures usually exist. 
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Figure 4.3 Key References for Teacher Evaluation 
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Figure 4.3 Key References for Teacher Evaluation, cont. 
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Figure 4.3 Key References for Teacher Evaluation, cont. 
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Being an effective building manager used to be good enough. For the p ast 
century, principals were expected to comply with district level edicts, address 
personnel issues, order supplies, balance program budgets, keep hallways and 
playgrounds safe, put out fires that threatened public relations, and make 

sure that busing and meal services were operating smoothly. And principals 
still need to do all those things. But now they must do more. (Institute for 
Educational Leadership, 2000, p. 2) 


rganizational management is a crucial role of the principal. After all, 

a school must first and foremost be a safe and positive learning envi- 

ronment for students and staff Effective management is a necessary 
component in high-quality schools, and principals with strong managerial 
skills are more likely to create a culture of continual instructional improve- 
ment (Shellard, 2003). 

Historically, organizational management of the school was the primary 
role of the pr incipal. Despite the signif icant social, economic, and cultural 
changes in the past quarter century, this focus on managerial duties persisted 
until recent years (Cuban, 1984, 1988; Tyack & Hansot, 1982). As the 
emphasis on instructional leadership became more prominent, however, the 
importance of the principal’s role in managing school operations has been 
questioned. School reform challenges necessitate that school leaders serve 
as change agents, while the managerial aspects of the job have lost centrality 
(Marks & Printy, 2003). Classroom instruction and student learning are, in 
fact, the central functions of schooling and must take priority, yet a multitude 
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of vital management tasks continue to place inevitable time demands on prin- 
cipals (Lashway, 2002b). Given the impor tance of instr uctional leadership, 
how does the school leader prioritize and balance these roles? 

The effective principal recognizes the importance of the myriad mana- 
gerial responsibilities in the school while co ntinuing to prioritize student 
learning. Nonetheless, balancing competing priorities is a daily reality for 
principals. A survey of principals in Charlotte, North Carolina, confirms the 
dilemma. While most principals surveyed acknowledged the central office 
guideline of spending the majotity of their day engaged in instructional lead- 
ership tasks, half of the pr incipals reported spending 50 per cent or less of 
their time in this role while spending the remainder of their time in mana- 
gerial tasks (Charlotte Advocates for Education, 2004). Manasse (1985) cap- 
tured the time constraints faced by principals in handling multiple managerial 
tasks over two decades ago, stating: 


We must look beyond the activity patterns to begin to identify those factors that 
distinguish effective principals. What we find, in general, is that effective prin- 
cipals have learned to be proactive within a reactive work environment. (p. 443) 


In some instances, these organizational management tasks are made more 
complex by the number of other departments and personnel involved. Impor- 
tant school operations such as technology, transportation, building mainte- 
nance, custodial duties, and administration of the school c afeteria may be 
administered from a central level, thus increasing the number of interactions 
necessary to ensure smooth functioning on a daily basis. Regardless, the prin- 
cipal is ultimately held accountable for overall school operations, both instruc- 
tional and no ninstructional. Because neglecting these ar eas may ultimately 
result in lost instructional time, safety issues, or a decline in school climate, 
the principal must continually work to balance instructional leadership duties 
with those required for efficient organizational management. Establishing a 
safe and orderly school environment is, therefore, a primary responsibility of 
school leaders (Cotton, 2003; Marzano et al., 2005), and one that may affect 
teaching and learning as well as the school’s capacity to meet required stan- 
dards (Lashway, 2001). 

Key components of the principal’s organizational management respon- 
sibilities include 


* Coordinating safety, daily operations, and maintenance of the facility. 
* Using data in organizational management. 
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* Seeking and allocating fiscal resources. 
* Organizing and managing technology resources. 


Each of these ar eas will be addressed, in turn. Figure 5.1, at the end of the 
chapter, summarizes the key references for these organizational management 
duties of the effective principal. 


Coordinating Safety, Daily Operations, 
and Maintenance of the Facility 


School Safety 


There is no more important responsibility assigned to the school princi- 
pal than the safety of those within the school; until this is established, it is at 
best difficult to create an effective learning atmosphere. To ensure school 
safety, school leaders pr ovide procedures and routines to create an orderly 
school environment. Marzano and colleagues (2005) secognized order as one 
of 21 research-based responsibilities of leaders. In their meta-anal ysis, the 
following specific leadership behaviors are evident: 


* Establishing routines for the smooth running of the school that staff under- 
stand and follow. 
* Providing and reinforcing clear structures, rules, and procedures for staff. 
* Providing and reinforcing clear structures, rules, and procedures for students. 
(p. 57) 
The maintenance of a safe and or derly school environment is confirmed by 
Cotton's (2003) research findings on effective principal behaviors. Expectations 
for student behavior are clear, discipline is fair and cmsistently enforced, input 
is obtained from students and staff regarding behavior policies, and authority 
is delegated to teachers to maintain these policies. Additionally, the availability 
of a trained school crisis team ensures that when crises or emergencies arise 
that may affect the w ell-being of those within the school, procedures and 
personnel are in place to manage such situations effectively. Clearly, creating 
a safe and effective learning environment is the result of purposeful actions 
on the part of administrators as w ell as involvement of staff, students, and 
other stakeholder groups. It is fair to say that the safety of students and staff 
is Job One. 
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Safety Threats 


School leaders face innumerable daily situations that may result in safety 
risks to students, staff, visitors, or themsel ves. Data pr ovided from the 
National Schools and Staffing Survey (SASS) lead to a general conclusion 
that challenges to discipline and safety exist regardless of the type of school— 
traditional public, charter, or private (Christensen, 2007). SASS divides these 
issues into two broad categories: 


1. Threats to persons or property, including bullying, physical conflicts, 
robbery or theft, vandalism, gang activities, weapons possession, and 
physical abuse of teachers. 

2. Behavioral problems, including disrespect and verbal abuse of teach- 
ers, widespread classroom disorder, use of illegal dr ugs and alco hol, 
and student racial tension. (Christensen, 2007, p. 6) 


In addition to these issues, school administrators may f ind themselves 
faced with potential safety concerns involving building and grounds security, 
such as access to the building b y others, student check-out procedures, and 
the risk of injury from hazards on school grounds. For instance, the use of 
modular classrooms and access to the school building may present heightened 
challenges as students mov e between the building and c lassroom spaces 
located outside the building. Weather-related challenges such as storms, icy 
conditions, high wind, and lightning co mpound the risk of possible injur y, 
particularly for those in modular instructional spaces. While the nature and 
severity of safety issues may vary depending on the level and type of school 
as well as community factors, the school leader’s failure to address these 
may, in fact, create interruptions to the schools instructional program when 
unanticipated issues arise. Effective school leaders not only enlist the help 
of others to address potential safety issues but also provide clear direction 
and details regarding how to handle the wide range of possible safety risks. 
Equally important, procedures and policies must be flexible enough to be 
adapted as new situations evolve over time. 


Principal Liability for School Safety 

In the past decade, school safety has been highly publicized as increas- 
ing reports of school violence have warranted careful planning and moni- 
toring on the part of school administrators. Although the resources available 
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to schools to address these concerns may vary, the responsibilities remain. 
In legal terms, school personnel in most circumstances serve in /oco paren- 
tis; they have an obligation to act in place of parents to ensure student safety. 
Since the vast major ity of K-12 students ar e under the age of 18 years, a 
duty of care is placed on staff and administrators to adequately supervise 
student safety. Additionally, the principal is also charged with the safety 
of others on school grounds, including staff and visitors (Barrios, Jones, & 
Gallagher, 2007; Bosher, Kaminski, & Vacca, 2004; Standler, 1999-2000; 
Zirkel, 2001). 

The prevention of school-related injuries is both an ethical and legal obli- 
gation for school leaders (Barr ios et al., 2007). Maintaining a safe learning 
environment free from hazards and distractions has implications beyond 
that of a positive school climate; when injuries occur, school districts may 
be held legally responsible and face costly litigation. Because 10 to 25 percent 
of injuries to children and adolescents occur at school (Barrios et al., 2007), 
the proactive principal must address and monitor safety issues on an ongo- 
ing basis. Most school injusies (83 percent) are unintentional, with the great- 
est number inv olving falls (21.9 per cent), followed by injuries sustained 
during recess, physical education, and while riding in school vehicles. Notably, 
among cases with student injuries, 58 percent cited lack of proper supervision 
as a contributing factor (Barrios et al., 2007, pp. 275, 278). 

The implications for principals are significant. Even unintentional stu- 
dent injury may result in subsequent legal actio n, claiming negligence and 
resulting in time diverted from other school concerns. In a study of Virginia 
principals, 88 percent rated legal issues as a highly significant organizational 
management problem (Tucker & Tschannen-Moran, 2002). Legal issues 
involving student injury faced by school administrators indude not only cases 
of accidental injury, but also those in which students are injured by others in 
the school setting. 

Although a far lesser concern than actual injuries to students, public per- 
ception and concerns for safety remain a reality. Findings suggest that the 
odds of violence toward children at school are one in a million (Brooks, Schi- 
raldi, & Zeidenberg, 2000). Nonetheless, media coverage of student injury 
and death in places such as Littleton, Colorado, and Jonesboro, Arkansas 
reinforces parental concerns regarding the safety of children while at school, 
and rightfully so. 
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Principals nationwide tend to feel a heightened urgency regarding safety. 
Despite concerns of possible litigation, however, there have not been signifi- 
cant changes by federal and state courts concerning legal liability against pub- 
lic school officials in cases of student injur y (Brooks et al., 2000). Likewise, 
federal and state courts have consistently rejected civil liability actions against 
school officials for student injury, absent extenuating circumstances (Brooks 
et al., 2000). School employees are generally shielded against civil negligence 
actions by governmental immunity, provided that their actions are 


* Within the scope of the job 

* Nota result of malicious intent 

* Not considered reckless in performance of their duties 
* Not grossly negligent (Bosher et al., 2004, p. 180). 


Daily Operations 


School administrators are responsible for a wide variety of tasks on any 
given day, many of which may appear to be unr elated to student learning . 
However, Lashway (2003) pointed out that even basic managerial tasks may 
have instructional impact. The effective school leader recognizes the impor- 
tance of the conditions in which students and staff work and ensures that the 
school maintains a positive learning environment. Overseeing routine main- 
tenance is essential so that school buildings and c lassrooms are safe and 
healthy places of learning. Factors including adequate light, heating and air 
conditioning, furnishings, and clinic facilities are critical in daily school oper- 
ation. For example, facilities as mundane as fully functional intercom systems 
are important in that they pr ovide immediate communication between the 
school office and classrooms. Bells and alarms provide time signals such as the 
start and end of classes as well as potential emergency situations, including 
fire and weather alerts. Sprinkler systems must be operational to ensure that 
if a fire erupts in the building, it can be quickly extinguished with minimal 
damage and safety risk. Classrooms, restrooms, and cafeteria facilities must be 
thoroughly cleaned on a daily basis to reduce the risk of illness. Although 
these tasks may be the responsibility of other departments in the school dis- 
trict, they are nonetheless monitored by school leaders (Lashway, 2002b). 

Certain areas of the school pr ovide administrators with both logistic al 
and safety challenges, including the playground, bus and car loops, parking 
lots, cafeteria, and hallways. Although these are noninstructional areas, they 
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are areas of potential risk due to high-volume student use, the reduced level 
of adult supervision, and the vehicular traffic in some outside areas. As a 
result, safety and discipline situatio ns are more likely to occur and cr eate 
unanticipated loss of instr uctional time. The proactive principal organizes, 
maintains, and addresses effective procedures for high-volume and high-risk 
areas in order to ensure the smooth operation of the entire school program, 
including the instructional schedule. 


Master Schedules 


Development of the school master schedule is typically another school- 
level administrative task. The master schedule reflects state and school dis- 
trict requirements for the length of time spent in cor e subject areas and 
elective or resource classes as well as noninstructional periods, such as lunch 
periods. As Danielson (2002) confirmed, master scheduling is a task of sig- 
nificant importance as it affects the nature and depth of instruction. Thought- 
ful and deliberate planning can increase instructional time by reducing time 
lost in transitio n. It can also minimize overcrowding in key ar eas of the 
school, such as hallways, playing fields, and the cafeteria. 

Likewise, a strategically planned master schedule assists special eduation 
and support personnel in effective service delivery for students with disabil- 
ities or other learning challeng es. When school personnel are able to work 
collaboratively within the classroom, the need for“resource room” instruction 
outside the general education class is decreased. According to Friend (2007), 
coteaching should ideally become standard practice in order to meet the 
learning needs of all students. However, participation in the general educa- 
tion classroom or least restrictive environment is not just a desirable instruc- 
tional practice; rather, it is required by law under the Individuals with 
Disabilities Education Act (Dunklee & Shoop, 2002; Hehir, 2007). 

To enable special education resource teachers or other school persnel 
to serve students in multiple subject areas and grade levels requires that 
school leaders consider all aspects of scheduling well in advance of the start 
of the school year. They must consider the input of classroom teachers, spe- 
cial education teachers, resource teachers, and support staff. Early collabo- 
rative planning is essential to r educe the co mmon logistical problems of 
shared planning time, scheduling, and the c lassroom grouping of students. 
Above all, the master schedule must reflect a consistent emphasis on student 
learning (Danielson, 2002). By coordinating the school schedule with key 
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personnel, including teachers of students with gif ted or special educ ation 
identification, students with a rang e of learning needs c an be more effec- 
tively served (Friend, 2007). Combining strategic student grouping and an 
effective, collaboratively planned master schedule is the r esponsibility of 
school leaders, one that proactively promotes teaching and learning. 


Key Research Findings 


* Despite an incr eased emphasis on the pr incipal’s responsibility for 
instructional leadership, school management duties have not decreased 
and remain a time-consuming responsibility (Charlotte Advocates for 
Education, 2004; Lashway, 2002b; Marks & Printy, 2003). 

* Maintaining a safe and orderly environment is likely to affect teach- 
ing and learning and is ther efore a fundamental r esponsibility of 
school leaders (Cotton, 2003; Lashway, 2001; Marzano et al., 2005; 
Shellard, 2003). 

* School leaders are responsible for the safety of those on school grounds 
and may be held liable if injury results due to negligence of school per- 
sonnel (Barrios et al., 2007; Bosher et al., 2004). 

* Collaborative planning of student gr ouping and de velopment of the 
school master schedule has signif icant implications for teaching and 
learning (Danielson, 2002; Friend, 2007). 


Related Resources: Barrios et al.,2007; Bosher et al.,2004; Brooks et al.,2000; Charlotte Advo- 
cates for Education, 2004; Christensen, 2007; Cotton, 2003; Cuban, 1984, 1988; Danielson, 
2002; Dunklee & Shoop, 2002; Friend, 2007; Hehir, 2007; Institute for Educational Leader- 
ship, 2000; Lashway, 2002b; Manasse, 1985; Marks & Printy, 2003; Marzano et al., 2005; 
Reeves, 2006; Shellard, 2003; Standler, 1999-2000; Tucker & Tschannen-Moran, 2002. 


Using Data in Organizational Management 


Of the my riad of organizational management responsibilities required of 
school leaders, making use of student data to plan and impr ove student 
learning is clearly a priority. In an era of accountabilit y, the effective school 
leader must demonstrate the ability to gather, analyze, and monitor school 
data on an ongoing basis with teachers and staff The use of assessment data 
is invaluable in anal ysis of student pr ogress toward instructional standards 
and is considered a quality of successful schools (Cotto n, 2003; Marzano 
et al., 2005; Shellard, 2005). It is no lo nger sufficient, however, for the 
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principal to single-handedly review student assessment data after instruc- 
tion has taken place and suggest remediation strategies when students are 
unsuccessful. 


Collaborating in Data Collection and Use 


In order to proactively address potential student learning concerns, school 
personnel must collaboratively and regularly review multiple forms of data 
and develop workable strategies to a ddress learning needs as they ar ise. In 
addition to summative assessment, including school district and state testing, 
use of more frequent formative assessment while learning is taking place po- 
vides ongoing evidence of student achievement (DuFour, 2004; Reeves, 2006; 
Shellard, 2005). Formative assessments may include curriculum benchmark 
tests or other teacher-made assessments, and may be both qualitativ e and 
quantitative (Shellard, 2005). Regardless, the emp hasis is ongoing and is 
placed on the essential learning expected of students in giv en subject areas, 
and there is regular dialogue regarding student progress. When staff mem- 
bers engage in joint r esponsibility for instr uctional results, a professional 
learning community is established—and immediate interventions occur when 
students do not achieve at satisfactory levels (DuFour, 2004). Proactive learn- 
ing communities have a timely action plan for response to learning challenges, 
eliminating excuses for lad of student success such as,“I taught it—they just 
didn't learn it” (Reeves, 2006, p. 91). 

Such collaboration does not occur by accident; rather, it is the responsi- 
bility of school leaders to instill it and sustain it. By creating regular oppor- 
tunities for staff to engag e in team planning , discussion, and data anal ysis, 
school leaders lay the groundwork for true collaboration focused squarely on 
the success of all students. The likelihood of authentic instructional collabo- 
ration will diminish if such opportunities are not incorporated into the daily 
schedule and school c alendar prior to the star t of the school y ear. When 
teachers are confronted with having to find time on their own for instruc- 
tional discussion and teamwork, leaders are more likely to hear the refrain, 
“We don't have time to collaborate.” 


School Improvement Planning 


The use of school data for instmctional planning and collaboration is, of 
course, cr itical to the de velopment and implementatio n of the school 
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improvement planning process. A school-specific strategic plan inc ludes 
both student achievement data as well as the demographic data of the school 
community. Statistical information such as socioeco nomic, discipline, and 
school climate survey data should be reviewed to assess the strengths, weak- 
nesses, oppor tunities, and challeng es of the par ticular school. S tudent 
achievement results are examined both as a whole (e .g., school and grade- 
level “pass rates” on state assessments) and in disaggregated form, including 
review of minor ity, special education, and other student subgr oup results. 
Not only is data disaggr egation necessary to make effective instructional 
decisions at the school level, but it is also required to determine the schools 
status under the federal No Child Left Behind (NCLB) Act and in decision 
making regarding Adequate Yearly Progress (AYP) status of the school 
(Zavadsky, 2006). 

Effective data analysis, however, must not be limited to co mparison of 
yearly summative testing. Review of successful schools that hav e overcome 
achievement challenges indicates that these successful schools use m ultiple 
forms of data, specifically cohort data comparing the same student over time 
(Reeves, 2004). According to Reeves, rather than co mparing the previous 
year’s class to the current class, the following questions should be asked: 


+ “What percentage of a group of students is proficient now compared 
to a year ago?” 

+ “What percentage of our students has gained one or more grade lev- 
els in reading when we compare their scores today to their scores a 
year ago?” 

* “Of those students who were not proficient a year ago, what percent- 
age are now proficient?” 

* “Of those students who were proficient a year ago, what percentage are 
now advanced?” (Reeves, 2004, p. 70) 


Following the thorough review of all relevant school data and in accor- 
dance with state requirements, the school improvement plan is then devel- 
oped, implemented, and monitored based on the needs, vision, and mission 
of the individual school as well as the vision and mission of the school 
district. This review process promotes an ethic of continual improvement 
at the school le vel, another hallmark of successful school leaders (Bor is- 
Schacter & Merrifield, 2000). Marzano and colleagues (2005) noted the 
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practice of mo nitoring and evaluating the results of school strategies o n 
student achievement as one of the 21 critical responsibilities of school lead- 
ers. Additional confirmation is evident in the Planning, Implementation, 
and Monitoring (PIM) research in the large Clark County, Nevada, school 
district, where frequent monitoring of data was found to be a signif icant 
variable in student achievement and closing the equity gap (Reeves, 2006). 

Clearly, the effective principal regularly uses data to analyze the needs of 
the school and collaborativ ely develop, implement, and mo nitor a school 
improvement plan. The plan should ser ve as a guide to focus effor ts and 
resources toward the mutual goals of the school co mmunity. Despite the 
temptation to develop elaborate school impr ovement documents, however, 
there is little evidence that this practice, alone, is associated with improvement 
in student achievement (Reeves, 2006). According to Reeves: 


Several new research studies . . . provide clear evidence that when it co mes to 
achievement and equity, planning and pr ocess are less important than imple- 


mentation, execution, and monitoring. (p. 62) 


In fact, examination of eight high-per forming, high-poverty Kentucky 
schools revealed that although these schools per formed well on a state- 
conducted audit, they didn’t perform as well on the state planning process 
itself (Kannapel et al., 2005). Others concur that the “pretty” plan is not 
necessarily the best plan (Ree ves, 2006). Fullan (1996) warned of the 
fragmentation and overload of such efforts, while Elmore (2000) noted that 
“schools are almost always aboil with ‘change,’ but they are rarely involved 
in any deliberate process of improvement” (p. 3). 

In the case of school improvement planning, as in other types of strate- 
gic planning, it appears that less is mor; the simple plan is preferable (Collins, 
2001; Schmoker, 2006).The effective school leader focuses on doing the right 
work (Marzano et al., 2005), with a focus on those factors within the school 
that affect student achie vement. According to Marzano (2003), factors to 
consider at the school level are 


* Guaranteed and viable curriculum 

* Challenging and effective feedback 

* Parent and community involvement 

* Safe and orderly environment 

* Collegiality and professionalism (p. 15) 
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Factors to consider at the teacher level include 


* Instr uctional strategies 
+ Classr oom management 


* Classroom curriculum design (p. 76) 


In designing the school improvement plan, therefore, it is the responsi- 
bility of the school leader to w ork collaboratively with those in the school 
community to develop a realistic, flexible school plan based o n a variety of 
data relevant to student achievement. According to Kelly and Lezotte (2003), 
the ability to mo nitor and a djust throughout the implementatio n of the 
school improvement plan is “the central pr inciple of co ntinuous school 
improvement” (p. 6). Reeves (2006) confirmed that “the final characteristic of 
schools that are making dramatic strides in improving educational achieve- 
ment and equity is the constructive use of data’ (p. 89). More significant, the 
school leader ensures that school data are used to focus on the right work for 
the schoolwork that is research based, sustainable, and directly related to the 
continual improvement of teaching and learning. Sustainable school change 
is comprised of five key factors, creating school improvement that 


* S ustains learning 

+ Endures over time 

* Does not negatively affect the environment or surrounding schools 

* Promotes ecological diversity and capacity in the school co mmunity (Har- 
greaves & Fink, 2003, pp. 4-5) 


Key Research Findings 


* The effective school leader uses multiple forms of data to inform school 
planning (Cotton, 2003; Marzano et al., 2005; Shellard, 2005). 

* School leaders are instrumental in developing professional learning 
communities focused on student learning (D uFour, 2004; Reeves, 
2006; Shellard, 2005). 

* Successful school improvement plans are developed collaboratively, are 
monitored continually, and are flexible in design, allowing adjustments 
to changing circumstances (Kelly & Lezotte, 2003). 

Related Resources: Boris-Schacter & Merrifield, 2000; Collins, 2001; Elmore, 2000; 


Hargreaves & Fink, 2003; Kannapel et al., 2005; Kelly & Lezotte, 2003; Reeves, 2004; 
Reeves, 2006. 
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Seeking and Allocating Fiscal Resources 


Instructional leaders make cr eative use of all r esources—people, time , and 
money—to support school improvement. To make time for teachers to w ork 
together, instructional leaders come up with strategies to add to, borrow from, 
or rearrange the daily schedule. Their focus on teaching and learning drives every 
conversation about budg et development and every decision about how to use 
existing resources. (King, 2002, p. 63) 


The leadership responsibility for the resources of a school refers to those 
materials and oppor tunities necessary for teaching and learning (Mar zano 
et al., 2005). This includes the managerial and financial responsibility for 
items such as books and equipment as well as professional opportunities for 
staff development and professional collaboration (Cotton, 2003). In addition 
to state and local school fiscal policies, the Interstate Leaders Licensure Con- 
sortium (ISLLC) provides standards that have been adopted in the majority 
of states to provide uniform guidelines for school leaders. Standard 3 includes 
the responsibility for fiscal management and allocation of resources, stating: 


A school administrator is an educational leader who promotes the success of all 
students by ensuring management of the organization, operations, and resources 
for a safe, efficient, and effective learning environment. (Council of Chief State 
School Officers, 2002, p. 16; see also Wilmore, 2002) 


In traditio nal school f inancial planning, only af raction of total school 
expenses is directly controlled by the principal, but school finance remains a 
critical responsibility, requiring a thor ough understanding of loc al school 
board and state policy. This responsibility requires that the effective principal 
establish an ongoing cycle of actions to plan and oversee the school budget. 
A typical cycle might involve the following steps: 


* Review previous school budgets: Examine projected and actual costs over 
a multiyear period in order to discern patterns of expenditure and price 
fluctuations. 

* Develop the budget for the next fiscal year: Involve other school admin- 
istrators and staff, and consider sources of school income and expen- 
ditures that come from other school distr ict budgets (e.g., textbooks 
and school furnishings) or outside sources. 

* Plan and prioritize expenses: Particularly in the case of items involving 
large expenditures that may be distr ibuted over a multiyear period, 
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long-range planning is essential. Use school district budget categories 
and codes, providing any necessary breakdown of expenses (e.g., team 
or departmental budgets within the overall category of instruction). 
Communicate distribution procedures and timing: Ensure staff under- 
standing of depar tmental or individual budg ets, while maintaining 
awareness of possible budget freezes and deadlines. 

Create and adhere to procedures for reimbursement: School district audit 
procedures are likely to require original receipts, description of the item 
purchased, and principal (or designee) signature to reimburse for school 
items purchased by staff. Likewise, policies and procedures for expen- 
ditures are often specific to the school district. For example, it may be 
perfectly acceptable for administrators to purchase refreshments for 
staff meetings in o ne school district, but it may be for bidden in a 
neighboring district. 

Monitor and adjust: Be prepared for cost increases of consumable items 
and unanticipated necessities that w ere not included in the or iginal 
budget. Follow school district procedures for budget changes to move 
funds from one category to another when necessary. 

Follow school board policy for bids and vendors: In many cases, school 
districts have contracted with numerous vendors in order to obtain the 
lowest cost on certain items, particularly those that are used in bulk, 
are consumable, or are costly. When purchasing expensive items such 
as computers or copying machines, adhere to the number of bids and 
documentation required. This process also applies to school-spmsored 
trips, which are likely to require use of particular transportation com- 
panies due to both cost and risk management factors. 

Re-evaluate the budget: Prior to beginning the next fiscal year budget, 
review the previous year’s budget to determine any necessary revisions. 
Determine the rotation for school capital expenses: Prior to allocating 
school funds for costly expenses, investigate which expenses are 
absorbed in the school board budget. Items involving replacement or 
major maintenance—such as repaving the school basketball court or 
replacing carpeting—are generally anticipated in the school district 
capital improvement plan on a rotating basis. 

Develop partnerships: Often community organizations are willing to 
partner with schools in philanthropic efforts or in exchange for use of 
the facilities. By working with those in parent-teacher organizations; 
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the faith community; athletic, service, or parks and recreational groups, 
resources may be affordable when finances are shared. Likewise, grants 
may be available to provide additional funding for school projects. 


Although school finances are the responsibility of administrators, the 
school budgeting and decision-making processes should be understood by 
school staff as well as other stakeholders (Danielson, 2002). Budgeting can 
be a time-consuming process but is essential to pr otect school funds and 
ensure that funds and resources are equitably distributed and used appropri- 
ately. As technological systems become available to assist in school fnancial 
responsibilities, centralized systems and a school database can support staff 
understanding and involvement in school budget procedures and save time 
in the process (Buck, 2007). The effective school leader seeks and monitors 
financial and other available resources that will benefit the school commu- 
nity. When necessary, leaders redesign school structures and allocate resources 
as necessary (within established guidelines) in oer to achieve goals, working 
with all stakeholders toward accomplishment of the school vision (Leithwood 
& Riehl, 2003). 


Key Research Findings 


* Effective school leaders make creative use of all r esources—people, 
time, and mo ney—to improve teaching and learning (Cotto n, 2003; 
King, 2002; Marzano et al., 2005). 

* The principal’s responsibility for school resources—including budget 
and purchasing—is recognized in local, state, and national standards for 
school leaders and should inv olve stakeholders (Danielso n, 2002; 
Wilmore, 2002). 


Related Resources: Buck, 2007; Cotton, 2003; Danielson, 2002; King, 2002; Leithwood & 
Riehl, 2003; Marzano et al., 2005; Wilmore, 2002. 


Organizing and Managing Technology Resources 


Acquiring and mo nitoring the use of school technologic al resources has 
become an increasing responsibility of school leaders—one that has changed 
rapidly in the past decade. Consider that in the 1990s 


* Student-to-computer ratios were approximately 20 to 1. 
* Computers were more often located in central labs than in classrooms. 
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* Student technology skills consisted primarily of learning basic computer 
skills rather than integrating technology with the curriculum. (Wenglinsky, 
2005-2006, p. 29) 


Within a decade, however, profound changes had occurred: 


* Almost all schools in the United Sates had faster and moe powerful com- 
puters with Internet access. 

* The student-to-computer ratio was reduced to 5 to 1. 

* Greater numbers of computers were located in classrooms. 

* Teachers were demonstrating greater confidence in classroom computer use 
as a result of training. (Wenglinsky, 2005-2006, p. 30) 


Intuitively, school leaders recognize the importance of making technol- 
ogy resources available throughout the school to facilitate student learning 
and staff productivity. The majority of teachers confirm the effect of technol- 
ogy, with 86 percent indicating that it affects their teaching to some extent, 
and 55.6 percent stating that it affects their tea ching a great deal (Ascione, 
2005). Likewise, student computer use in schools is incr easing—from pre- 
school through high school. The following percentages of students in the 
United States used computers in school in 2003: 


* 97 percent of high school students 

* 95 percent of middle school students 

* 91 percent of first- through fifth-grade students 
* 80 percent of kindergarten students 

* 67 percent of preschool students (DeBell, 2006) 


Given the proliferation of information technology resources available 
within schools, the effective principal is responsible for ensuring equitable 
and instructionally appropriate allocation and use of technology, including 


* Making computer hardware and software available to all students and 
staff members. 

* Providing technology staff development on an ongoing basis. 

* Modeling the effective use of technolog y for group communication 
(e.g., parent-teacher meetings and presentations). 

* Monitoring the use of technolog y within the school by students and 
staff. 
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* Following school district technology requirements and policies, includ- 
ing use of technology for daily record keeping, budgeting and financial 
applications, attendance, student assessment, and student grading and 
reporting purposes. 

* Using technology as an administrative tool to analyze data, reduce the 
use of paper communication, reduce unnecessary staff meeting time, 
and communicate within school distr ict departments to accomplish 
other school managerial tasks (e.g., online work orders and purchase of 
school-related supplies). 

* Maintaining effective school-community communication through 
Internet-based resources, including the school Web site, electronic 
newsletters, and teacher- or grade-level Web sites. 


Despite the rapid increase in the availability of computers, however, until 
recently there has been little esearch linking classroom computer use to stu- 
dent achievement (Wenglinsky, 2005-2006). Similarly, because the nature 
and use of information technology available to schools have changed rapidly 
in a short period of time, the use of previous research is unlikely to provide 
answers to current issues (Protheroe, 2005). 

Evidence is emerging, however, to guide educators in the effective use of 
information technology for a range of student age groups and populations. 
Early analyses conducted in 1996 by the National Assessment of Educational 
Progress (NAEP) provided information regarding student progress in core 
subject areas as well as survey data, including computer access and use. Results 
in the areas of mathematics, science, and reading for 4th and 8th gra ders 
revealed that the amount of student benef it derived depended to a larg e 
degree on how individual teachers used technolog y. Due to lack of teacher 
technology training at that time, it is not sur prising to find that computers 
were more often used in simpler ways rather than to encourage higher-order 
thinking skills (Wenglinsky, 2005-2006). 

The potential for the positive effect of information technology on stu- 
dent learning was descr ibed in a review of over 200 landmark studies on 
computer technology and student learning. These studies were conducted 
by the U.S. Army Research Institute for Behavioral and S ocial Sciences, 
the Consortium Research Fellows Program, and the Boise State University 
College of Education (Stratham & Torell, 1996). According to this research 
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* The use of properly implemented computer technology in education 
has a “significant positive impact on student achievement as measured 
by test scores across subject areas and with all levels of students” (p. 2). 

* Appropriate use of co mputer technology increases student-teacher 
interaction, problem-solving, and cooperative learning. 

* Students who learn in computer-rich classroom settings demonstrate 
improved behavior and lower absentee and dropout rates, have a higher 
rate of college attendance, and earn more college scholarships than 
those from non-computer classrooms. 

* Computer-based instruction is par ticularly effective among students 
in at-risk populations. (Stratham & Torell, 1996) 


More recent NAEP research confirms what educators might expect— 
that the role of technology differs for high school students and younger stu- 
dents. Mixed results are evident regarding the amount of time students use 
computer technology and whether this takes place at school or in the home. 
Review of N AEP U.S. History scores revealed a negativ e effect for the 
amount of computer time at school and a positiv e effect for the amount of 
computer time for schoolwork outside school (Wenglinsky, 2005-2006). It is 
evident from the research, however, that the relationship between student 
learning and computer technology is a complex one with numerous variables 
(Protheroe, 2005). Waddoups (2004, cited in Protheroe, 2005) provided sev- 
eral research themes from existing research, combined in four principles: 


1. Teacher training, knowledge of, and attitude to ward technology are 
critical for successful technology integration. 

2. Coordination with curriculum design, teaching methodology, and 
the needs of learners m ust be considered to make effective use of 
technology. 

3. Technology design determines the effect m student achievement to a 
large degree and must therefore be flexible, provide timely and appro- 
priate feedback, and create multiple opportunities for students to be 
engaged in content. 

4, Continued improvement in technology integration requires ongoing 
formative evaluation. 


The school leader, therefore, promotes the availability and use of technology 
resources and ensur es that training needs ar e met in or der to fa cilitate 
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successful technology integration. Although traditional instructional planning 
by teachers will still be necessary, research has found that effective technology 
integration may encourage teachers to move from traditional to more 
modern teaching models (Protheroe, 2005). In an era of rapid chang e and 
technological advances, the school leader ’s management of technolog y 
resources at the school le vel has become a necessity to develop the skills 
needed by learners of the twenty-first century. 


Key Research Findings 


* The use of computer technology in schools has incr eased rapidly in 
the past decade, requiring that school leaders make concurrent teacher 
training available for effective implementatio n (P rensky, 2005; 
Protheroe, 2005; Wenglinsky, 2005-2006). 

* Although difficult to measure, there is emerging evidence that effec- 
tive computer instruction is positively related to student achievement, 
particularly in at-risk populations (Protheroe, 2005; Stratham & Torell, 
1996; Wenglinsky, 2005-2006). 

* Many administrative and organizational management tasks can be 
completed more efficiently through effective use of technology, allow- 
ing more available time for instr uctional leadership responsibilities 
(Buck, 2007). 


Related Resources: Buck, 2007; DeBell, 2006; Leithwood & Riehl, 2003; Prensky, 2005; 
Protheroe, 2005; Stratham & Torell, 1996; Wenglinsky, 2005-2006; Wilmore, 2002. 


A Final Word on School Organizational Management 


In the past quarter century, the responsibilities of school administrators have 
changed dramatically, from building manag er to instr uctional leader—and 
more. Although the expectatio ns have shifted to encompass the leadership 
role, ho wever, the manag erial tasks r equired of school leaders hav e not 
diminished—and may also affect student learning . Today’s principalship 
requires a dynamic combination of management, leadership, technical, and 
interpersonal skills. The effective school leader is a master diagnostician, 
facilitator, and collaborator who works with those in the school community 
to obtain resources, monitor progress, and continually improve teaching and 
learning. 
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The principal’s role is rapidly evolving, requiring skills that may bear lit- 
tle resemblance to those learned in school leadership peparation programs. It 
is a job that requires lifelong learning, the ability to manage change, and tol- 
erance of ambiguity—a job that is never finished. More than ever it is evident 
that one person cannot do it all: the effective principal must share the many 
responsibilities of the role with those in the school canmunity. To understate 
the complexity of these multiple and often competing responsibilities, today’s 
principalship is no easy task. 
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'The column “Leadership Role in O rganizational Management” does not corr espond with a specific 
section in Chapter 5. However, we believe the information provided may be of value to our readers. 


Communication and 
Community Relations: 
Working with Internal and 


External Constituencies 











Patricia is principal of a middle school located within a culturally, linguis- 
tically, and economically diverse community. Her school has worked hard to 
meet the needs of all of its students. The staff has found that working with 
various local businesses, agencies, and churches has helped to strengthen rela- 
tionships with community and parent groups and, as a Lonus, brings much- 
needed resources into the school. For instance, students and parents recently 
interacted with members of the school staff at a local bookstore event featur- 
ing their school. Also, the school has held curriculum evenings where parents 
and teachers participated in learning activities with students. Patricia also 
serves as a member of a community outreach organization that works with 
local church groups to provide educational workshops to parents who are 
seeking a better understanding of the current demands of K-12 education. 
Additionally, she meets monthly with the sc hool’s PTA Board to provide 
updates regarding school progress and events. Collaboration with the PTA 
provides additional opportunities for Patricia to communicate with parents 
through the P'TA’s monthly newsletter. Internally, she uses st aff meetings, 
team meetings, e-mail, a weekly newsletter, and face-to-face interaction to 


encourage two-way communication on an ongoing basis with school staff. 


chools exist within dynamic, changing social systems. In order to adapt 
to constant and increasing global change, it is necessary to involve stake- 
holders to make necessary improvements. Strong community relations 
consist of staff members’personal relations with colleagues, students, parents, 
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and the larger community. Each of these entities can significantly influence 
perceptions of a school. Additionally, effective schools provide planned activ- 
ities that intentionally communicate programs, needs, and pur poses, both 
internally and externally. Stakeholders’ hopes and ideas ar e considered, and 
opportunities for their active involvement are created. This exchange of infor- 
mation and ideas promotes common understanding, thus allowing for criti- 
cal impr ovements and sound decisio ns regarding educ ational pr ograms 
(Gallagher, Bagin, & Kindred, 1997). 

Today’s principals function within environments that require constant 
attention to the needs of internal and external co nstituents. Public and pri- 
vate schools have experienced increased scrutiny from many stakeholders. 
On a day-to-day basis, practicing school principals interact with supervisors, 
teachers, parents, and students within an organizational structure loosely tied 
together. This ongoing and ever-evolving communication process requires 
principals to respond to problems and needs of multiple constituencies that 
are unpredictable. And, beyond the day-to-day co mmunication channels, 
principals need to de velop relationships with media and forg e community 
partnerships if they are to be successful (Catano & Stronge, 2006). 

Parents, corporate leaders, and community leaders are becoming increas- 
ingly more involved in education. Their involvement makes it necessary for 
principals to build even stronger relationships with families and the larger 
community than previously expected. They need to respond to political, 
social, economic, legal, and cultural contexts effectively and efficiently. Con- 
sequently, principals find themselves accountable to policymakers, parents, 
and business leaders alike for results related to local, state, and national assess- 
ments (Catano & Stronge, 2007). 

Effective principals must possess the leadership skills and kno wledge to 
unite all stakeholders ar ound a commonly held goal of raising student per- 
formance (Lashway, 2003). Additionally, they understand the impor tance of 
involving staff and community members in making decisions about the school. 
A capacity for developing positive interpersonal relationships supports their 
efforts to recruit others to focus an school goals, monitor instruction and pro- 
vide feedback, and promote communication within the school co mmunity. 
On a continual basis, these effective principals reach out to their stakeholders 
(Cotton, 2003). Moreover, they understand that the foundation of their work 
and their school’s success is the ability to communicate effectively. 
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This chapter summarizes existing research that shows how principals 
employ communication and community relations in the best interests of their 
schools and community. In particular, we focus on the following key issues: 


* The principal and effective communication 
* Communicating with parents and families 
* Communicating with the larger communit 


Figure 6.1, at the end of the chapter, lists key references for communication 
and community relations. 


The Principal and Effective Communication 


Good communication involves the development of shared decision-making 
processes that incor porate the views of stakeholders—both i nternally and 
externally. Many forms are used to communicate and are embedded in the 
day-to-day work of a school. These multiple modes of effective commu- 
nication are present in mission statements, belief statements, or slogans. By 
fostering effective communications on an ongoing basis, people understand 
what an effective principal stands for (Catano & Sronge, 2006; Cotton, 2003; 
Leithwood & Riehl, 2003). 


Good Communication Requires Good Listening 


Effective principals are good listeners. They apply stakeholder sugges- 
tions and share that information. Wisdom tells them that they do not have 
all the answers. Successful principals use communication to build str ong 
relationships, and they strive to improve their own communication and lis- 
tening skills because they value the feedback and ideas they seceive (Cotton, 
2003; Kythreotis & Pashiardis, 1998a; Leithwood & Riehl, 2003). 

Although leadership effects on school goals are often indirect (as dis- 
cussed in previous chapters), the multilayered and distributed leadership 
nature of schools and school districts makes it necessary for principals to 
exercise clear and consistent communication skills when interacting with 
multiple constituencies. Effective principals actively provide direction 
through persuasive leadership that ar ticulates their expectations for high 
performance of staff. Skill in framing issues and focusing attention on pri- 
mary purposes and goals in a meaningful and convincing manner is crucial 
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to school effectiveness. This focus on school goals requires open and dem- 
ocratic dialogue with multiple stakeholders (Kythreotis & Pashiardis, 1998b; 
Leithwood & Riehl, 2003). 


Communicating with Teachers and Students 


Effective communication connects a principal to teachers and students, 
and good communication is crucial to meeting school goals. In order to com- 
municate effectively, however, principals (1) need to de velop the means for 
teachers to communicate with each other, (2) need to be accessible to teach- 
ers, and (3) need to keep the lines of communication open to all staff School 
leaders are effective when they cr eate opportunities for teachers to discuss 
concerns or when they distr ibute newsletters highlighting significant deci- 
sions under consideration (Kythreotis & Pashiardis, 1998b; Leithwood & 
Riehl, 2003; Marzano et al., 2005). 

When schools embark on changes that dramatically depart from the 
expected, stakeholders often feel that responsibilities related to culture, com- 
munication, order, and input decline. In order to address these views, effec- 
tive principals distribute leadership across these areas of responsibility. Sharing 
leadership tasks helps to communicate the positive benefits of changes and 
the negative effect of maintaining the status quo (Waters & Grubb, 2004). 
Additionally, it is vital to harness the skills of nultiple leaders to ensure effec- 
tive communication to all stakeholders. 


Key Research Findings 


Research related to the po wer and impor tance of the pr incipal as an 
effective communicator indicates the following: 


* Effective principals incorporate stakeholder views in shared decision- 
making processes. Additionally, they are good listeners (Cotton, 2003). 

* It is impor tant for principals to engage in open and democratic dia- 
logue with multiple stakeholders (Leithwood & Riehl, 2003). 

* Good communication is crucial to meeting school goals (Marzano et al., 
2005). 

* Distributing leadership improves communication about the change 
process (Waters & Grubb, 2004). 


Related Resources: Catano & Stronge, 2007; Million, 2002, 2004; Sorensen, 2005. 
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Communicating with Parents and Families 


High levels of parent involvement have a positive effect on principal effective- 
ness; in other words, principals who reach out to par ents and community 
members are more successful than principals who do not (Catano & Sronge, 
2006, 2007; Cotton, 2003; Fullan et al.,2004). For one thing, these principals 
interact with parents to communicate the schools vision. A study investigat- 
ing principal leadership, school context, and student reading achievement 
found that student socioeco nomic status and parent involvement positively 
influenced principal leadership and the expectatio ns that teachers had for 
student learning (Hallinger et al., 1996). 


Outreach to All Families 


Outreach efforts may take many forms,such as working with parent vol- 
unteers, taking meetings to neighborhoods, or encouraging parents to work 
with the children on academic activities at home. Highly effective principals 
make it a habit to gather input from parents and community members to 
aid in decision making. Interestingly, principals of high-achieving schools 
spend more of their work time—in one form or another—working on par- 
ent and community relationships compared to principals in average schools 
(Cotton, 2003; Mazzeo, 2003; Tucker & Tschannen-Moran, 2002). In 
addition, the staffs of the high-achieving schools personified an attitude of 
collaboration marked by respect, warmth, care, and sensitivity for all parents 
(Cotton, 2003). 

Cotton and Wikelund (1989) reviewed existing literature and found that 
certain types of parent involvement are directly beneficial to schools. ‘These 
types of involvement included attending conferences and school events, vol- 
unteering in classrooms, and helping students on academic tasks at home. And 
directly germane to our discussion of the roles and responsibilities of effective 
school leaders, schools can take a var iety of actions to encourage positive 
parent involvement, including 


* Telling parents that their in volvement and support greatly enhances 
their children’s school progress. 

* Fostering parent involvement from the time that students f irst enter 
school. 

* Teaching parents that they are role models for reading behavior. 
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* Developing parent programs that are focused on instruction. 

* Working to engage parents of disadvantaged students. 

* Emphasizing that parents are partners of the school and that the school 
values their involvement. 


Building Positive Parent Relationships 


The nature of the relationships between the school and parents is very 
important. Specifically, building a positive relationship helps to support the 
mission of a school, while a negativ e relationship can inversely affect— 
indeed, impede—a school’s mission. Principals who actively seek to build 
these relationships find they are better able to functio n effectively in their 
jobs. Principals invite parents to visit the school to help them de velop an 
awareness regarding the way that parents can positively or negatively affect 
school effectiveness. This close collaboration with parents has beneficial out- 
comes on student achievement and school climate (Kythreotis & Pashiardis, 
1998b). 

Myriad challenges face school pr incipals on a day-to-day basis, 
including matters related to parent communication. For instance, princi- 
pals must deal with disr uptions resulting from parents advocating on 
behalf of their children. Negative interactions with parents can deplete a 
principal’s energy and detract from other important duties. To illustrate, 
high school principals nationally spend up to 20 hours per week working 
on parent issues, discipline, and community relations (Tucker & Tschannen- 
Moran, 2002). 


Involving Minority Parents 


Chavkin and Williams (1993) described an exploratory study seek- 
ing to identify attitudes and practices of minoity parents regarding par- 
ent involvement. The study sugg ested that Hispanic par ents desired 
greater information about their childr en’s school pr ogress; they also 
wanted students themselves to understand the importance of their par- 
ents’ involvement, and they wanted to feel more welcome in the school. 
African American parents wanted greater access to school events for 
working parents; an increase in activities that involved parents, children, 
and teachers; and mor e information about their childr en’s progress. 
African American and Hispanic parents desired more information about 
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activities that they could do at home with their students in comparison 
to white parents. 

A meta-analysis undertaken by Jeynes (2003) found that parent involve- 
ment has a positiv e effect on student achievement for adolescent minor ity 
students. Specifically, the benefits of parent involvement positively influenced 
standardized test scores. In addition, the benefits were greater for African 
Americans and Latinos than for Asian students. 

As we discussed earlier, parent and community involvement is essen- 
tial to school effectiveness, and principals who practice consistent two-way 
communication with parents and the community foster support for their 
schools. These practices become more central when parents, for various rea- 
sons, have been less engag ed in school-home collaboration. Additionally, 
providing opportunities for parents and community members to participate 
in daily school functions and to provide input to school governance proce- 
dures strengthens school-community relationships (Marzano et al., 2005). 


Key Research Findings 


The research related to effective communication with parents suggests 
the following: 


* Principals spend a gr eat deal of time w orking with parents (Cotton, 
2003; Tucker & Tschannen-Moran, 2002). 

* Positive relationships with parents helps to support the mission of the 
schools (Kythreotis & Pashiardis, 1998b). 

* High school principals spend 50 percent of their time with paient issues, 
discipline, and co mmunity relations (Tucker & Tschannen-Moran, 
2002). 

* Student socioeconomic status positively influences principals’ leader- 
ship and teachers’ expectations (Hallinger et al., 1996). 

* Parent and community relationships are strengthened by effective two- 
way communication (Marzano et al., 2005). 

* African A merican and Hispanic par ents desire more information 
about their children’s school progress (Chavkin & Williams, 1993). 

* African American and Hispanic parents’ views of parent involvement 
differ from those of Anglo parents (Jeynes, 2003). 


Related Resources: Blank et al., 2004; Melaville & Blank, 2000; Million, 2002; Sobel & 
Kugler, 2007; Wherry, 2002. 
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Communicating with the Larger Community 


School principals are frequently recruited based on stakeholder perceptions 
of the district’s images of effective principals. As such, parents, teachers, cen- 
tral office administrators, and other pr incipals look earnestly at ho wa 
prospective principal exhibits the attributes deemed important to the com- 
munity (Manasse, 1985). And these perceptions for prospective principals 
are important barometers of principal effectiveness. Additionally, working 
with a par ticipatory community is a changing r ole for school pr incipals 
(Simkins, 2005). It is necessar y for principals to take a big-pictur e view of 
the role their schools play in society (Usdan, McCloud, & Podmostko, 2000). 
Successful school leaders who activ ely pursue positive relationships with 
external constituents that focus on shared understanding are better able to 
secure necessary resources and support, and establish formal r elationships 
across organizations. Additionally, school visions are strengthened when prin- 
cipals reach out to their communities to develop mutual support and shared 
purpose (Leithwood & Riehl, 2003). 


Communicating with Local Agencies 


A school does not exist in isolation; rather, it exists within an intricate con- 
text that influences its effectiveness. As such, a school principal is a school’s 
best advocate and spokesperson internally as well as externally. Audiences 
that encompass the larger community—local community agencies, police and 
fire departments, newspapers, civic groups, and local government—all hold 
a stake in the effectiveness of schools. Consequently, principals are responsi- 
ble for communicating district policy and serving as an advocate of the school 
to parents, central office, and community members (Marzano et al., 2005; 
Portin et al., 2003). 

Public support builds successful schools, so there is a significant need to 
increase public confidence in schools. Unfortunately, too often the media por- 
trays principals as authoritarian, bureaucratic, or comical. Additionally, many 
principals feel that public suppor t can wax or wane with student test scor es. 
As a result, it is impor tant for principals to work to communicate a positive 
image of their schools. Mass media suppor t is vital to this missio n, and it 
behooves principals to develop positive relationships with the media (Portin 
et al., 2003; Riggens-Newby & Hayden, 2004). 
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Marketing Schools 


Whether a school is pr ivate, public, or charter, it is beneficial for 
school principals to market their schools. Cultivating partnerships with 
outside organizations can help to garner r esources and suppor t for 
schools and promote a positive image to the public ( Jacobsen & Glad- 
stone, 1999; Portin et al., 2003). It is also important for school principals 
to market reform efforts to stakeholders within their school. Change is 
never easy, and communicating the need for change and its potential ben- 
efits can go a long way to implement those desired changes more smoothly. 
Marketing their school for r ecruitment purposes also helps pr incipals 
attract staff that will support the mission and vision of their schools (Portin 
et al., 2003). 

In one large-scale study in England, efforts were made to build capacity 
across all schools. As part of this ongoing effort, principals worked with each 
other to improve student learning. Benefits included a concern of principals 
in the success of other schools, and they gained ne w insights and ideas 
through their collaboration with school teams. Interestingly, school districts 
that showed improvements all had active external partners that included busi- 
nesses, foundations, universities, and other community organizations. More- 
over, effective external support can also come from neighboring school districts 
(Fullan et al., 2004). 


Community and Business Partnerships 


Community and business par tnerships with schools help to impr ove 
existing programs, develop specific projects, or foster school seform (Ritter & 
Gottfried, 2002). Cultivating partnerships with businesses and educ ational 
organizations can reap benefits for both students and teachers. These partner- 
ships can take many forms depending upon the needs they are designed to 
meet (Jacobsen & Gladstone, 1999; Leithwood & Riehl, 2003; Madison, 
Marson, & Reese , 1999; Ritter & Gottf ried, 2002). Furthermore, positive 
pressure from external partners that is combined with internal energy within 
a school can be a catalyst that brings about success in meeting challenging 
school goals (Fullan et al., 2004). 

Partnerships may be formed to benefit specific student populations. 
For example, in one collaborative endeavor involving several organiza- 
tions, including a university partnership with a local school district, the 
dropout rate of at-risk special education students was substantially reduced. 
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Additionally, more than half of those who had already dropped out of school 
obtained employment (Madison et al., 1999). 

Teachers and students both may beco me beneficiaries of par tnership 
efforts. Sometimes partnerships are designed to encourage teachers to develop, 
collaborate on, and share innovative practices. For instance, a combined uni- 
versity and business partnership used technology to enhance instruction for 
elementary school students. Several technology firms provided teachers with 
staff development to help them effectively use the technology. With the addi- 
tional donation of hardware and software to the schools, ultimately, student 
learning and per formance improved as a result of these par tnership efforts 
(Jacobsen & Gladstone, 1999). 


Key Research Findings 


Research shows the following: 

* The current role of the principal is being redefined and often requires 
principals to network with individuals and gr oups in other organiza- 
tions to build partnerships for pursuing shared goals (Simkins, 2005). 
Marketing their schools helps principals attract high-quality teaching 
staff (Portin et al., 2003). 

Community leadership is an impor tant role for contemporary school 
principals to exercise. Understanding the mle that a school has in soci- 
ety necessitates the inclusion of educators, community members, and 
parents in shared leadership (Usdan et al., 2000). 

Professional and state standards for school leaders have expectations for 
principals to form relationships with families and the larg er commu- 
nity (Catano & Stronge, 2007). 

External partners can exert targeted pressure that leads to school 
improvement. School districts that demonstrated improved perfor- 


mance had external partners (Fullan et al., 2004). 

The type of community that a school serves influences how principals 
approach their jobs (Hallinger et al., 1996). 

Successful school leaders must be able to work effectively with parent, 
community, business, and government representatives (Leithwood & 
Riehl, 2003). 

A widely shared sense of community is an important support for fam- 
ilies and children living in an unstable and insecure world (Leithwood 
et al., 2004). 
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* Public support creates more effective schools (Riggens-Newby & 
Hayden, 2004). 

* Contemporary public school pr incipals are often found raising sup- 
plementary funds from parents, businesses, and other organiz ations 
(Portin et al., 2003). 

* Networking with people and gr oups in other organiz ations to sol ve 
common problems and pursue shared purposes is an emerging sole for 
school principals (Simkins, 2005). 

* Aspiring principals need to be aware of the schools role in society and 
developing community relationships (Usdan et al., 2000). 

* Complex changes that conflict with current values and norms and 
break with past practice influence stakeholder per ceptions of a 
principal’s responsibilities. Stakeholders tend to view a principal’s 
responsibilities as declining during periods of such change (Waters 
& Grubb, 2004). 


Related Resources: Blank et al., 2004; Gallagher et al., 1997; Lashway, 2003; Leinau, 1997; 
Melaville & Blank, 2000; Million, 2004; Wherry, 2002. 


A Final Word on the Importance of 


Effective Communication 


Good communication is the foundatio n for building positiv e relationships 
with parents, families, and the larger community. This statement seems self- 
evident; unfortunately, the impor tance of effective communication can be 
taken for granted or even neglected. When a breakdown in communication 
occurs with any constituency, it is always to the detriment of the school and 
its students. Thus, it is critical for principals to communicate effectively to 
both internal and external constituents. The world outside schools is chang- 
ing rapidly; consequently, it takes positive, effective, and ongoing communi- 
cation to meet the challenges associated with preparing students to enter this 
changing world. 
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When asked about himself, Fernando says that he is just doing what is 
right for students and teachers. Yet, his track record, service to the profes- 
sion, and observations by others would suggest much more is acurring. As 
part of a school district initiative and Fernando’s professional growth, he 
asked colleagues, teachers, and parents to complete an online survey about 
his leadership. When the outside consultants who analyzed the survey told 
Fernando the results, he politely listened. The consultants finally told him 
that he did not understand the significance of the survey; they had never 
seen such a positive, affirming, and outstanding set of findings and com- 
ments in all the years they had been administering the survey. 

Fernando has a reputation as a hardworking high school principal. 
His leadership is a hands-on, no-holds-barred approach to education where 
what makes sense is done; what doesnt pass muster is sidelined. Slackers are 
not tolerated; they are transformed. Teachers want to work for him, parents 
and community members respect him, and students lo ve him because he 
truly is invested in them. His leadership extends beyond his school’s doors 
through conference presentations, committee service, and visits to other 
schools. Teams from other school districts are regularly w elcomed into his 
school to observe the magic of learning that happens daily. He constantly has 
people and data on the brain. Fernando could work 24 hours a day, but he 
doesnt. At the end of a long w orkday, he does what many parents do: he 
picks up his children from after-school care, helps with homework, and kisses 
his daughters good night. 
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ow should principals proceed with their work in terms of the can- 
H peting demands for their time and attentim? Contemporary prin- 

cipals find themselves managing competing tasks on a day-to-day 
basis. This challenge is, for the most part, the result of efforts to satisfy the 
many complex demands from both internal and external stakeholders of 
the school community (Catano & Stronge, 2006). From the national level to 
the local community, administrators, teachers, parents, and community mem- 
bers scrutinize the per formance of schools and, subsequently, principals 
(Langer & Boris-Schacter, 2003; Thomas, Grigsby, Miller, & Scully, 2003; 
Tyack & Cuban, 1995). If all stakeholders w ere to demand the same out- 
comes, with the same methods, at the same time, then the job of a school 
principal would be dramatically simplified. However, more often than not, 
the demands are different and may even be at odds with o ne another. For 
example, state departments of education demand that schools and principals 
meet accountability standards that are developed at the state le vel and are 
focused primarily on instructional effectiveness in order to achieve predeter- 
mined benchmarks for academic standards (Glidden, 1999). On the other 
hand, public messages, illuminated by the media, indicate that schools should 
pay attention to violence prevention, bullies, and the emotio nal needs of 
their students (Garsten & Buc kley, 1999; Price, 1999). Additionally, the 
increased scrutiny for improved academic performance applies pressure on 
schools to focus on the cognitive aspect of schooling , conflicting with the 
additional demand to focus on students’ emotional needs (Shortt, Moffett, 
& Williams, 2001). 

The principal’s job, indeed, is comprehensive, increasingly complex, and 
often conflicting; in a word, it is challenging (and this desciption constitutes 
a major understatement). Although most of Qualities of Effective Principals 
focuses on the research related to what good principals do, it is essential that 
we also focus our attention on how they do their work. This chapter on the 
professionalism of the principal does precisely that, with particular attention 
given to research related to the following issues: 


* Professional standards for the principalship 
* The principal and ethical behavior 

* The principal as a role model 

* Professional development for the principal 
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Each of these components of professionalism will be explored, culminating 
with a summary of key findings and references. Figure 7.3, at the end of 
the chapter, provides a matrix of selected research associated with each of 
these issues. 


Principal Performance Standards 


In recent years, standards of performance for the principal have evolved to 
reflect the complexity of the job, with multiple sets of guiding principles and 
performance standards emanating from national, state, and local governing 
bodies. To illustrate, the Interstate School Leaders Licensure Consortium 
(ISLLC) developed national standards for school leaders (Mur phy, 2003). 
Most states establish licensur e standards for principals at the state le vel, 
and localities follow with attempts to standar dize the work of principals 
through the development of job descriptions and evaluation instruments. 
Unfortunately, these var ious accrediting and g overning bodies that ar e 
promulgating principal performance standards don’t always agree, which 
often results in competing or confusing standards for the principal's licensure, 
evaluation, and work (Catano, 2002). Nonetheless, in an ag e of standar ds- 
based practices at all le vels of schooling, it is essential that w e consider the 
nature and contents of leading performance standards for the principalship. 

ISLLC developed standards that support a multifaceted view of the 
role of school principals (ISLLC, 1996). As a co nsortium of educational 
organizations, it began work in 1994 to 1edefine school leadership. From the 
beginning of the project, the developers believed that the ISLLC standards 
would be strengthened if designed ar ound a set of ov erarching principles. 
Following are the pr inciples around which the ISL LC standards were 
designed and promulgated: 


* Standards should reflect the centrality of student learning. 

* Standards should acknowledge the changing role of the school leader. 

* Standards should recognize the collaborative nature of school lea der- 
ship. 

* Standards should be high, upgrading the quality of the profession. 

* Standards should inform performance-based systems of assessment and eval- 
uation for school leaders. 
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* Standards should be integrated and coherent. 

* Standards should be pr edicated on the concepts of access, opportunity, and 
empowerment for all members of the school co mmunity (Council of Chief 
State School Officers, 2002, p. 7).! 


Ultimately, six standards emerged from the work of the Council of Chief 
State School Officers indicating that a school administrator is an educational 
leader who promotes the success of all students b y (1) facilitating a shar ed 
vision, (2) promoting a school culture and instructional program focused on 
growth for staff and students, (3) attending to manag ement and day-to-day 
operations, (4) building relationships with families and the larger community, 
(5) acting in a fair and ethical manner, and (6) responding to and influencing 
the larger political, social, economic, legal, and cultural context. Figure 7.1 pro- 
vides the language of the standards. 

Although these standar ds have been criticized in recent years (see, for 
example, Anderson, 2001, and English, 2006), they, nonetheless, have been 
quite influential in principal licensure and practice. 


The Principal and Ethical Behavior 


Lashway (2003), in his review of the tole of the school principal, emphasized 
the importance of acting with integr ity and fairness in an ethic al manner. 
Ultimately, this description is the epitome of how principals are expected— 
or, more accurately, required—to behave in fulfilling their professional role 
and responsibilities. Principals can get all other aspects of their job ight, but 
a failing here will render them unable to do the job vell or, in some instances, 
even to continue in the job Thus, we offer that the quality of ethical behavior 
is paramount to success in the principalship or any other profession, for that 
matter. In particular, we focus on the principal’s behavior in relation to moral 
purpose, trust, and ethical standards in the following sections of the chapter. 


Moral Purpose and the Principalship 


Fullan (2002) defined moral pur pose as “social responsibility to others 
and the environment” (p. 15). Further, he stated: 





Revisions to the ISLLC standards began in 2005 and were ongoing as of this writing. 
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Figure 7.1 Interstate School Leadership Licensure Consortium Standards 





Standard | Description 





Standard 1 | Aschool administrator is an educational leader who promotes the success of all students by 
facilitating the development, articulation, implementation, and stewardship of a vision of learning 
that is shared and supported by the school community. 





Standard 2 | A school administrator is an educational leader who promotes the success of all students by 
advocating, nurturing, and sustaining a school culture and instructional program conducive to 
student learning and staff professional growth. 





Standard 3 | Aschool administrator is an educational leader who promotes the success of all students by 
ensuring management of the organization, operations, and resources for a safe, efficient, and 
effective learning environment. 





Standard 4 | Aschool administrator is an educational leader who promotes the success of all students by 
collaborating with families and community members, responding to diverse community interests 
and needs, and mobilizing community resources. 











Standard 5 | A school administrator is an educational leader who promotes the success of all students by 
acting with integrity, fairness, and in an ethical manner. 











Standard 6 | Aschool administrator is an educational leader who promotes the success of all students by 
understanding, responding to, and influencing the larger political, social, economic, legal, and 
cultural context. 














Source: From In¢erstate School Leaders Licensure Consortium (ISLLC) Standards for School Leaders, 1996, Washington, 
DC: Author. Retrieved June 14, 2007, from http://www.castleton.edu/woodruffinstitute/isllcstd.pdf. Reprinted with 


permission. 


School leaders with moral pur pose seek to make a differ ence in the lives of 
students. They are concerned about closing the gap between high-performing 
and lower-performing schools and raising the achievement of—and closing the 
gap between—high-performing and lower-performing students. They act with 
the intention of making a positiv e difference in their o wn schools as well as 
improving the environment in other district schools. (p. 17) 


The intended outcome of moral purpose is to make “explicit the goal of 
raising the bar and c losing the gap for all individuals and schools” (Fullan 
et al., 2004, p. 3). As they commit themselves to helping all students succeed, 
however, school leaders cannot afford to seek success at the expense of ethi- 
cal behavior. In other w ords, the ends do not justify the means—that is, if 
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those means fall short of fair and ethical treatment of everyone concerned. 
In their review of districtwide reform, Fullan and colleagues (2004) noted 
that “many passionate, morally driven superintendents have failed because 
they blindly, even courageously, committed themselves to students, running 
roughshod over any adults who g ot in the way ” (p. 3). Clearly, the same 
expectations for treatment of others apply to principals. 

Principals provide the moral center to the school. Although perso nal 
ethical behavior is assumed in the pr incipalship, one essential role of the 
principal is creating schools that serve moral purposes (Lashway, 2003). The 
concept—and, more important, practice—of moral leadership (see, for exam- 
ple, Sergiovanni, 1992) is the heart and soul of the school. Although it may 
occur only infrequently, we all are aware of moral failures in schools in the 
name of academic progress. Specifically, there are continuing accounts of 
principals and teachers cheating on high-stakes tests. When this occurs, the 
individuals involved are failures, regardless of any other results. Indeed, suc- 
cess by any measure must account for moral success. 

This concept of the principal’s obligation for moral behavior and moral 
leadership leads to the need for balance egarding what principals are expected 
to do with 4ow they do their work. For instance, one study documented prin- 
cipal behaviors that sought to balance legal obligatiois with concern for peo- 
ple. Specifically, the researchers found that leadership behaviors c an assist 
teachers in balancing the demands of accountabilit y while simultaneously 
demonstrating respect and care for teacher concerns (Gross & Shapiro, 2000, 
as cited in Lashway, 2003). 


Trust and the Principalship” 


In a study of school cultur e in the Chic ago Public Schools, Bryk and 
Schneider (2002) noted that in high-tmst school cultures principals are more 
likely to initiate a personnel action against uncaring or incompetent teachers 
than leaders in low-trust schools. Thus, it appears that—for trust to exist— 
all school constituents (including teachers, parents, and students) must know 
that teaching and learning ar central to the success of the school,and every- 
one must be able to trust that poor teaching simply will not be allowed. 





? The issue of establishing a climate of trust is addressed in Chapter 2, “School Climate.” 
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In one study of reasons why principals lose their jobs, it was found that 
principals who fail to maintain positiv e relationships with other people , or 
who fail to de velop the trust and support of school co nstituents, are more 
likely to lose their jobs for that eason than for any other (Davis, 1998).“This 
isn't to suggest that principals must capitulate to the various whims, fancies, 
or pressure tactics of school constituents; rather, they must present themselves 
as caring, open, honest, forthright, and balanced in their effor ts to address 
the needs and concerns of others” (Davis & Hensley, 1999, p. 401). 

Trust in volves relationships between people and m ust be cultivated 
(Tschannen-Moran, 2004). It doesnt just happen. As the principal is the one 
who has authority, it is the responsibility of the principal to begin building a 
trusting relationship with the faculty. In a study of me school with a high level 
of trust and two schools with low levels of trust, Tschannen-Moran (2004) 
found that five components of trust played an important role in the lack of 
or presence of trust. These factors include benevolence, honesty, openness, 
reliability, and competence. Indeed, “the principal sets the tone for a school. 
The principal’s behavior has a signif icant influence on the culture of the 
school” (Tschannen-Moran, 2004, p. 175). 


Ethical Standards for Educational Leaders 


The American Association of School Administrators (AASA) (2007) 
issued a set of ethical standards to guide the practice of educational leaders 
that stipulates that “professional conduct must conform to an ethical code of 
behavior, and the code m ust set high standar ds for all educ ational leaders” 
(para. 1). Furthermore, the standards state that an educational leader’s respon- 
sibility to the greater school community “requires the leader to maintain stan- 
dards of exemplary professional conduct while recognizing that his or her 
actions will be viewed and appraised by the community, professional associ- 
ates, and students” (AASA, 2007, para. 2). 

Although educational leaders serve their schools and community by pro- 
viding equal educational opportunities to each and every child, the work of 
the lea der must emp hasize accountability and r esults, increased student 
achievement, and high expectatio ns for each and every student. Figure 7.2 
depicts the AASA ethical standards. 

To lead according to ethical standards, principals must have a strong 
understanding of their own beliefs, values, and moral code (Marzano et al., 
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Figure 7.2 AASA Ethical Standards for Educational Leaders 





Standard Description 


Standard 1 The educational leader makes the education and well-being of students the fundamental value 


of all decision making. 





Standard 2 | The educational leader fulfills all professional duties with honesty and integrity and always acts 
na trustworthy and responsible manner. 





1 


Standard 3 | The educational leader supports 
rights of all individuals. 


he principle of due process and protects the civil and human 





Standard 4 | The educational leader implements local, state, and national laws. 





























Standard 5 | The educational leader advises the school board and implements the board's policies and 
administrative rules and regulations. Note: This standard is applicable more directly to the 
superintendent. 





Standard 6 | The educational leader pursues appropriate measures to correct those laws, policies, and 
regulations that are not consistent with sound educational goals or that are not in the best 
nterest of children. 





Standard 7 | The educational leader avoids using his or her position for personal gain through political, 
social, religious, economic, or other influences. 





Standard 8 | The educational leader accepts academic degrees of professional certification only from 
accredited institutions. 





Standard 9 | The educational leader maintains the standards and seeks to improve the effectiveness of the 
profession through research and continuing professional development. 





Standard 10 | The educational leader honors all contracts until fulfillment, release, or dissolution mutually 
agreed upon by all parties. 





Standard 11 | The educationa 
behaviors. 


eader accepts responsibilities and accountability for one’s own actions and 


























Standard 12 | The educationa 











eader commits to serving others above self. 





Source: From Code of ethics: AASA ’s statement, 2007, Arlington, VA: Author. Retr ieved July 15, 2007, from 
http://www.aasa.org/about/content.cfm?ItemNumber=2157. Reprinted with permission. 
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2005). Indeed, Sergiovanni (1992) likens moral leadership to that of a stew- 
ard or servant. He states, “Servant leadership is practiced by serving others, 
but its ultimate pur pose is to place o neself, and others for who m one has 
responsibility, in the service of ideals” (p. 138). However, the principal must 
have a clear sense of the ideals in order to serve them. 

It is not enough to have a sense of o ne’s own beliefs, values, and moral 
codes; one must also communicate these to others through both words and 
action. Principals can communicate their beliefs to the faculty both verbally 
and in written form. Then, any decision is measur ed according to those 
beliefs. Principals more loudly communicate their ideals by taking action con- 
sistent with their ideals (Marzano et al., 2005). The old saying here certainly 
applies—actions do speak louder than words. Actions are then held up to the 
scrutiny of previously stated beliefs. A moral co mpass forms the basis for 
decision making and problem solving (Beck & Murphy, 1994). 


Key Research Findings 


Research findings on professional standards and ethical behavior consis- 
tently outline the following elements: 


* Effective principals are ho nest and fair , possess a high degr ee of 
integrity, and hold themselves to a high standard of ethics (Lashway, 
2003; Marzano et al., 2005). 

Effective principals are morally centered, communicating their beliefs 
and values to the faculty, staff, parents, and students (Beck & Murphy, 
1994; Fullan et al., 2004; Sergiovanni, 1992). 

Effective principals balance responsibilities associated with educating 
young people with the needs of teachers (Gr oss & S hapiro, 2000 as 
cited in Lashway, 2003; Tschannen-Moran, 2004). 

Principals who fail to per form their duties with co mpetence and 
integrity and fail to cultivate r elationships have low levels of trust in 
their schools (Bryk & Schneider, 2002; Tschannen-Moran, 2004), and 
many lose their jobs for this reason (Davis, 1998). 


Related Resources: Beck & Murphy, 1994; Bryk & Schneider, 2002; Davis, 1998; Davis 
& Hensley, 1999; Fullan, 2002; Fullan et al., 2004; Lashway, 2003; Marzano et al., 2005; 
Sergiovanni, 1992; Tschannen-Moran, 2004. 
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The Principal as a Role Model 


An excellent review of the principal’s influence as a role model is provided 
by Cotton (2003) in her anal ysis of the effect of pr incipals on student 
achievement. In the review, she notes numerous aspects of the importance 
of principals serving as role models, including the following: 


* In high-achieving schools, teacher sur veys revealed that teachers’ 
admiration for the principals’ leadership is emphasized. Thus, prin- 
cipal esteem by teachers appears to be a factor r elated to principal 
effectiveness. 

* The ability of principals to “walk their talk” was noted as o ne of the 
most valued attributes by teachers. 

* The effect of principals on their schools’ culture is strongly influenced 
by what they da in that other staff and students tend to intepret their 
actions as what is valued in the school. 

* Effective principals demonstrate core values in their daily routines. 


Leithwood and colleagues (2004), in their r eview of the influence of 
leadership on student learning, stated that principals exert leadership by 
setting examples for their staff to follow that are consistent with the orga- 
nization’s values. These leadership practices ar e aimed at enhancing staff 
members’ beliefs about their own capacities. Consistent with this finding, 
Marzano and colleagues (2005) found that “influence is characterized by 
modeling behavior through exemplary personal achievements, character, 
and behavior” (p. 14). 

A qualitative study that examined teachers’ perceptions of principal 
characteristics that contributed to feelings of empowerment underscored the 
importance of the principal as role model (Blase & Blase, 2001). Teachers in 
schools that were charter members of the L eague of Professional Schools 
were given a survey in which teachers were asked to describe these character- 
istics. Among other findings, the researchers concluded that principals who 
held and modeled the following five characteristics—optimism, caring, hon- 
esty, friendliness, and enthusiasm—were most influential in contributing to 
teacher empowerment. 

Principals, by virtue of their roles as instructional leaders and moral agents 
in their schools, serve as models for r espect, understanding, sensitivity, and 
appreciation of others. This point isnt negotiable: Principals are role models. 
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Key Research Findings 


Research findings on the principal as role model consistently outline the 
following elements: 


* Effective principals communicate and model core values through their 
interactions with students and teachers (Cotton, 2003). 

* Effective principals increase the eff icacy of staff b y modeling 
(Leithwood et al., 2004; Marzano et al., 2005). 

* Of the most important behaviors and attitudes to model, the effective 
principals model that they care for and have a genuine concern for chil- 
dren (Cotton, 2003). 

* Principals who model positive characteristics contribute to the em - 
powerment of teachers (Blase & Blase, 2001). 


Related Resources: Blase & Blase, 2001; Cotton, 2003; Leithwood et al., 2004; Marzano 
et al., 2005. 


Professional Development for the Principal 


So, how do effective principals become effective in the first place? And how 
do principals maintain their cutting edg e of effectiveness? Although they 
must be skilled practitioners who are committed to giving to others (see, for 
example, Sergiovanni, 1992, for a discussion of servant leadership), ultimately, 
principals must give back to themselves. School leaders, as noted throughout 
this book, serve in a highly skilled profession, and they require continual 
renewal in order to become and remain an expert. Thus, professional 
development for the principal is not optional. 

In a study of the pr incipalship in Cyprus, the researchers found that 
although the principals had diverse backgrounds, they did have a particular 
mentality associated with their careers in common—a degree of risk taking. 
“They all had varied, diverse, and very strong experiences and took chances 
with their careers. They all made strong efforts to further their education in 
order to enhance their optio ns for advancement in the educ ational system” 
(Kythreotis & Pashiardis, 1998a, p. 7). 

In another study—this time concerned with reasons why good prin- 
cipals don't leave the profession—the researchers found that co ntinuing 
professional development plays a fundamental r ole. They noted that 





134 Qualities of Effective Principals 
“there’s so much to know, educators must keep on learning and growing. 
Professional development is an ethic. . . the administrators with who m 


we spoke did not see themsel ves as managers so much as educators and 
learners” (Boris-Schacter & Merrifield, 2000, p. 90). Professional devel- 
opment opportunities noted by the principals in the study rang ed from 
formal conference attendance and journal reading to informal “just going 
to work every day.” 

One team of researchers straightforwardly noted that effectiv e princi- 
pals focus on their own professional growth in order to become and remain 
effective. A team of sesearchers from Stanford University’s School of Educa- 
tion conducted a nationwide study of both the pr- and inservice professional 
development of school principals. Among their findings, they noted “the best 
principals attended professional development seminars and founded a support 
network. This encouraged them to provide similar opportunities to teachers 
in their schools” (LaPointe & Davis, 2006, p. 8). 

One particular school district in New York City contributes its success at 
school improvement to the attentio n given to professional development for 
principals (Fink & Resnick, 2001). The school district deliberately developed 
and implemented a pr ofessional development system for principals. Profes- 
sional development occurred in many different venues and within various con- 
texts. The model for pr ofessional development was that of the appr entice. 
Therefore, principals discussed school needs and school successes, and partic- 
ipated in support groups for intense mentor ing as well as study gr oups for 
instructional leadership. Principals learned from their peers and seceived inten- 
sive, individualized coaching from a more seasoned professional. Indeed, the 
researchers explained, “the centrality of professional development in District 2 
stems from the assumption that increased student achievement will come only 
through continuous improvement of practice at every level in the system” (Fink 
& Resnick, 2001, p. 605). This process includes the principal level. 

LaPointe and Davis (2006) noted the following about principal prepa- 
ration (preservice development) programs: 


First, a growing consensus on the attributes of effective school principals shows 
that successful school leaders influence student achie vement through two 
important pathways—the support and development of effective teachers and 
the implementation of effective organizational processes. Second, evidence 
indicates that effective programs are research-based, have curricular coherence, 
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provide experience in authentic contexts, use cohort groupings and mentors, 
and are structured to enable collaborative activity between the program and 
area schools. Despite anecdotal co nsensus, supporting empirical evidence is 
minimal. (p. 18) 


Regarding postservice professional development, LaPointe and Davis (2006) 
also found that for effective principals: 


[they] not only attended more professional development activities than co m- 
parison principals, but found these activities to be mor e helpful. For example, 
program principals were nearly twice as likely to visit other schools, to partici- 
pate in a network of principals, to be mentor ed by another principal, and to 
observe and critique the practice of other principals. They were also somewhat 
more likely to par ticipate in pr ofessional development activities alo ng with 
teachers from their schools. (p. 34) 


Unfortunately, professional development for principals tends to focus m 
surface issues such as the roles and responsibilities of the principal and how 
to fulfill those roles and responsibilities (Waters & Grubb, 2004). However, 
just as important is a focus on contextual and foundational issues in fulfilling 
these roles. In other words, the when and why are just as critical as the what 
and ow. So not only is it important that principals receive professional devel- 
opment, but the type of professional development is just as crucial. 

As stated previously, the types of professional development for principals 
are varied. A small study of principal renewal sought to examine the types of 
professional de velopment in which pr incipals engaged (D rago-Severson, 
2004). These activities included reading professional literature, both individ- 
ually and in groups, participating in retreats, going to or presenting at profes- 
sional co nferences, beco ming in volved in pr ofessional organizations, and 
mentoring new principals. The researcher concluded, “Just as it is impor tant 
to provide contexts for teachers to engag e in collegial inquir y, so too is it 
important for principals” (Drago-Severson, 2004, p. 162). 


Key Research Findings 
Research findings on professional development and the principal consis- 
tently outline the following elements: 
* Effective principals recognize the importance of their own professional 
development (Bor is-Schacter & Merr ifield, 2000; K ythreotis & 
Pashiardis, 1998a). 
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* Effective principals participate in various types of professional devel- 
opment, including attending conferences, networking, mentoring, 
and observing peers (Drago-Severson, 2004; Fink & Resnick, 2001; 
LaPointe & Davis, 2006). 

* Effective principals receive professional development that focuses on 
their roles and responsibilities as well as the nuances of context that 
affect their decisions (Waters & Grubb, 2004). 

Related Resources: Boris-Schacter & Merrifield, 2000; Drago-Severson, 2004; Fink & 


Resnick, 2001; Kythreotis & P ashiardis, 1998a; LaPointe & Davis, 2006; Waters & 
Grubb, 2004. 


A Final Word on Why Professionalism Matters 


So, how should principals proceed with their work in terms of the canpeting 
demands for their time and attention? In brief, the answer is consistent with 
professional standards and ethical behavior. Another way to summarize the 
essence of this chapter o n professionalism is to say that ho w principals do 
their work is vitally important; results count, but so does the manner in which 
principals work. In order to be successful, principals must understand they 
are the public imag e of their schools and, as such, are role models to their 
students, their staff, and their community. Thus, professionalism is paramount 
to being a principal. 
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Figure 7.3 Key References for Professionalism and the Principal 





Reference 


Performance 
Standards 


Ethical 
Behavior 


Role Model 
Professional 


Development 





AASA, 2007 





Beck & Murphy, 1994 
Blase & Blase, 2001 





Boris-Schacter & Merrifield, 2000 





Bryk & Schneider, 2002 





Cotton, 2003 





Davis, 1998 
Davis & Hensley, 1999 





Drago-Severson, 2004 





Fink & Resnick, 2001 





Fullan, 2002 





Fullan et al., 2004 





Kythreotis & Pashiardis, 1998b 





LaPointe & Davis, 2006 
Lashway, 2003 





Leithwood et al., 2004 





Marzano et al., 2005 





Sergiovanni, 1992 








Tschannen-Moran, 2004 
Waters & Grubb, 2004 




















The Ultimate Challenge: 
The Principal’s Role in 
Student Achievement 











“Nothing, absolutely nothing has happened in education until it has hap- 
pened to a student” (Carroll, 1994, p. 87). 


o, why does the enterprise of schooling exist? And why do we have 

S school principals, teachers, counselors, and other impor tant staff 
members? The answer, most simply, is the students. Our mission— 

from beginning to end—is about students. If this claim is true, then it 
is imperative that the principal makes a difference in the quality of teaching 
and learning in the school and, ultimately, in the quality of life of students. 
In this final chapter, we focus on the principal's influence on student 


learning. Specifically, we discuss three key issues: 


* The principal’s indirect influence on student learning 
* The role that school goal setting plays in student achievement 
* The importance of using data to guide decision making 


The chapter concludes with a brief review of the influence and impor tance 
of effective principals. As with the previous chapters, we also provide a matrix 
(see Figure 8.1) that links the evidence regarding the principal’s influence on 
student achievement with key references. 
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The Principal’s Indirect 


Influence on Student Achievement 


Evidence accumulated over the past few decades makes it abundantly clear: 
there is ar elationship between the qualit y of the pr incipal and student 
achievement, albeit an indir ect one. Hallinger and Heck (1996) noted this 
influence in their sy nthesis on the role of the pr incipal in student learning: 
“The effects of principal leadership will occur indirectly through the princi- 
pal’s efforts to influence those who co me into more frequent direct contact 
with students” (p. 24). Reporting on initiatives concerned with the impor- 
tance of recruiting and training better principals, Mazzeo (2003) found that 
“what these efforts share is a recognition that school leaders exert a powerful, 
if indirect, influence on teaching quality and student learning” (p. 1). 

In actuality, it appears that many of the principal's duties and responsi- 
bilities may play a 1ole in forming the basis for high-quality instructional pro- 
grams and, ultimately, enhancing student a chievement. There have been 
multiple efforts to define the principal’s role in terms of what is impoztant to 
his or her—and his or her school ’s—success, including national standards 
from groups such as the Interstate S chool Leaders Licensure Consortium 
(ISLLC) (1996). Even in these efforts, it appears that the ISLLC may under- 
estimate the importance of many of the piincipal’s duties in relation to student 
achievement: 


A meta-analysis of research that examined the features of leadership associated 
with student achievement suggests that the ISL_LC standards may under - 
emphasize some features of effective leadership practices. These include the ways 
in which leaders directly participate in curriculum design and implementation; 
support and promote effective instructional and student assessment pra ctices; 
recognize individual and school accanplishments; and adapt their leadership to 
address the context-specific needs of teachers, students, and other stakeholders. 
(Davis, Darling-Hammond, LaPointe, & Meyerson, 2005, p. 6) 


Cotton (2003), in descr ibing the role of effective principals in student 
achievement, provided a useful example of ho w principals indirectly influ- 
ence student achievement in their schools.In her review of existing research, 
she emphasized the importance of providing teachers with autonomy. “Prin- 
cipals of effective schools respect their teachers’ skills and judgment, and allow 
them considerable autonomy in organizing and managing their classrooms. 
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They also protect staff members from excessive intrusion by forces outside 
the school” (Cotton, 2003, p. 70). Thus, it seems clear that the coordinating, 
facilitating, and encouraging r oles—all of which ar e indirect in terms of 
students—are essential to successful schools and student achievement. 

Actually, the cumulative effects of the principal’s work results in a direct 
impact on school success. One study conducted with the Dallas Independent 
School District found “that the quickest way to change the effectiveness of a 
school, for better or w_ orse, is to chang e the pr incipal” (Mendro, 1998, 
pp. 263-264). By hiring quality teachers and other staff members, support- 
ing them in their work, fostering a robust climate for student achievement, 
providing resources for instruction, keeping the focus on teaching and learn- 
ing, and a host of other important accomplishments, the principal does affect 
student achievement. Thus, for the pr incipal, “achieving results through 
others is the essence of leadership” (p. 39). 


Key Research Findings 


Research findings related to the principal’s indirect influence on student 
achievement are highlighted in the following elements: 


* The effects of principal leadership are most apparent through the prin- 
cipal’s efforts to influence tea chers and others who intera ct directly 
with students in instructional settings. Therefore, the principal’s influ- 
ence on student achievement is an indirect but nonetheless powerful 
one (Hallinger & Heck, 1996). 

* Principals who w ork in schools character ized b y high student 
achievement empower teachers to make their own decisions within 
the classroom and focus on student achievement (Cotton, 2003). 

* School turnaround is significantly affected by principal turnaround 
(Mendro, 1998). 

* Schools with high at-risk populations that exceed expectatio ns for 
student achievement share a common element—a strong leader com- 
mitted to education (Cawelti, 1999). 

* Principals exert influence on student achievement through their influ- 
ence on school c limate (Hallinger et al. 1996; Mendro, 1998) and 
through their leadership style (Kythreotis & Pashiardis, 1998a). 


Related Resources: Cawelti, 1999; Cotton, 2003; Hallinger et al., 1996; Hallinger & Heck, 
1996; Kythreotis & Pashiardis, 1998a,; Mazzeo, 2003; Mendro, 1998. 
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Focus on School Goals and Student Achievement 


One way in which principals affect student success in their schools is ly set- 
ting, supporting, and sustaining a focus m school goals and schoolwide stu- 
dent achie vement. “Interestingly, when the studies that report positive 
findings are reviewed, only one mediating var iable shows up with co nsis- 
tency as a significant factor interacting with pr incipal leadership: school 
goals.... This finction d the principal—sustaining a schoolwide purpose 
focusing on student learning—does receive empirical support” (Hallinger 
& Heck, 1996, p. 38). 

A specific study that illustrates the power of focusing on school achieve- 
ment goals comes from the Dallas Independent S chool District. For many 
years, the Dallas Independent S chool District used value-added student 
assessment indices to identify chara cteristics of effectiv e and ineffectiv e 
schools. Using these data, researchers investigated factors that were associated 
with high student achievement in whole schools. The results of one of these 
studies revealed the following: 


Effective and ineffective schools were sampled, and evaluators identified three 
consistent characteristics of effective schools. First, effective schools had achieve- 
ment as a major focus.Second, the staff in effective schools expected students to 
achieve. (This is different from believing all students can learn but not expect- 
ing it.) Finally, the principals of effective schools did not tolerate ineffectiv e 
teachers. Ineffective teachers were expected to chang e, or they w ere removed. 
Outside of these pr inciples and a fe w others noted that w ere less prominent, 
the effective schools all differed in terms of atmosphere, management styles, and 
other dimensions. (Mendro, 1998, p. 264) 


Of the three factors identified by Mendro, two (achievement as a schoolwide 
focus and expecting all students to learn) ar e focused explicitly on setting 
high achievement expectations and sticking to them. The third (not tolerat- 
ing ineffective teachers) is a logical and powerful way in which principals of 
high-achieving schools hold themsel ves and their tea chers accountable for 
student performance. Similarly, in a study of benchmar k schools, Cawelti 
(1999) found that these schools focused 0 n raising student achievement by 
setting goals. In fact, “in four of the six schools, the pr incipals stated 

unabashedly that their main goal is to improve results on state assessments 
or other standardized tests” (p. 63). 
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Related to the matter of establishing high expectatio ns through school 
goals, principals influence student achie vement by shaping the school ’s 
instructional climate and instructional organization. This influence is a result 
of the principal’s on-the-job direct actions as the schools leader and the abil- 
ity to create and sustain school policies and norms (Bossert, Dwyer, Rowan, 
& Lee, 1982). 

Holding high student expectations, however, is not synonymous with a 
focus on high-stakes test results to the exclusion of other worthy school goals. 
Also, it doesrit mean discarding the principal’s leadership practices and start- 
ing over. Rather, a keen focus o n student achievement more likely means a 
sharpening of the focus o n robust, desirable school achie vement goals. In 
interviews with principals concerning their practices regarding high-stakes 
tests, Reed and colleagues (2001) found that“principals in lower performing 
schools are more likely to modify their leadership focus to place a gr eater 
emphasis on improving test scores. Principals in higher performing schools 
seemed to focus o n educating the whole child rather than simpl y concen- 
trating on raising test scores” (p. 12). 

Sergiovanni (1984) considered leadership to be less about managing and 
more about norms, beliefs, and principles, which are components of goal set- 
ting. Moreover, most definitions of instructional leadership include behaviors 
focused on the goal of influencing and imprwving student achievement (Cop- 
land, 2002; McEwan, 2003; Ree ves, 2003; S upovitz & P oglinco, 2001; 
Waters, Marzano, & McNulty, 2003). Similarly, Lashway (2002a) described 
important behaviors for developing effective instructional leaders to include 
“making student and adult learning a priority, setting high expectations, and 
aligning instruction to standards” (p. 2). Each of these leadership behaviors 
relate directly to the principal's focus on setting robust learning goals. 


Key Research Findings 


Research findings related to the principal’s influence through goal setting 
are summarized in the following elements: 


* There is a relationship between principal leadership and school-le vel 
instructional processes. Additionally, selected school effectiveness fac- 
tors have an effect on student achievement, and the principal's leader- 
ship plays an impor tant role in the selectio n, support, and success of 
those school processes (Hallinger & Heck, 1996). 


The Principal’s Role in Student Achievement 


143 





* “Just as leaders can have a positive impact on achievement, they also can 
have a marginal, or worse, a negative impact on achievement” (Waters 
et al., 2003, p. 5). 
* Effective school leaders focus on student achievement through the use 
of goal setting based on curriculum standards (Cawelti, 1999; Hallinger 
& Heck, 1996; Leithwood et al., 2004). 
Related Resources: Bossert, et al., 1982; Cawelti, 1999; Copland, 2002; Hallinger & Heck, 
1996; Lashway, 2002a; Leithwood et al., 2004; McEwan, 2003; Mendro, 1998; Reed et al., 


2001; Reeves, 2003; Sergiovanni, 1984; Supovitz & Poglinco, 2001; Usdan et al., 2000; 
Waters et al., 2003. 


The Principal’s Use of Data to Guide School Success 


There is a fundamental link that co nnects school goals and attaining those 
goals, and that connecting thread is using data to make informed decisions. 
Success doesn’t just occur through happenstance. Rather, it takes a commit- 
ment to data-informed decision making in order to assess 


* What is the starting point in any worthy endeavor? 

* What realistic, yet rigorous, achievement goals should be set? 

* Where is the school in acco mplishing various benchmarks along the 
way? 

* What midcourse corrective action is needed in or der to acco mplish 
desired outcomes? 

* Did the school achieve its goals? 

¢ Why or why not? And what’s next? 


In summarizing the crucial role that principals play in improving teach- 
ing and learning, Usdan and colleagues (2000) reported that principals 


... must know academic content and pedagogical techniques. They must work 
with teachers to strengthen skills. They must collect, analyze, and use data in ways 
that fuel excellence. They must rally students, teachers, parents, local health and 
social service agencies, youth development groups, local businesses, and other 
community residents and partners around the common goal of raising student 
performance (emphasis added). (p. 2) 


Supporting this claim regarding the efficacy of data-driven decision making 
in the school, Leithwood and colleagues (2004) found that “effective leaders 
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are able to identify c learly how well the school organiz ation is performing 
along multiple indicators and to use that information as goals are developed 
and refined. This requires astute skills for gathering information and turning 
it into useful knowledge” (p. 18). Additionally, effective school leaders encour- 
age teachers to make decisio ns based on student achievement or progress 
data, rather than merely on instinct. They also ensure that teachers are pro- 
vided training in how to use data to guide instr uction (Snipes, Doolittle, & 
Herlihy, 2002; Togneri & Anderson, 2003). In fact, one of the standards from 
the National Staff Development Council (NSDC) states, “Staff development 
that improves the learning of all students uses disaggregated student data to 
determine adult learning priorities, monitor progress, and help sustain con- 
tinuous improvement” (para. 1). They further state that both teachers and 

administrators must receive professional development in how to use data to 
address student needs (NSDC, 2001). Focusing on data keeps the focus on 
school and student improvement (Fink & Resnick, 2001; Schmoker, 2006). 


Key Research Findings 


Research findings related to the pr incipal’s influence through focusing 
on using data are summarized in the following elements: 


* Principals in high-per forming schools place less pr essure on their 
teachers to perform well on standardized tests, even though high- 
stakes testing is still a concern. Modifications to the curriculum and 
teaching practices are more likely to occur in low-performing schools 
(Reed et al., 2001). 

High-performing schools focus on using varying types of data such as 
standardized scores as well as progress monitoring in order to guide 
school programs and instr uction (S nipes et al., 2002; Togneri & 
Anderson, 2003). 

Effective school leaders provide professional development in using data 
to modify instruction as well as seek professional development them- 
selves in how to use data for school wide decision making (NSDC, 
2001). 

Effective school leaders keep the focus an school improvement through 
analyzing and using data (Fink & Resnick, 2001; Schmoker, 2006). 


Related Resources: Fink & Resnick, 2001; Leithwood, et al.,2004; NSDC, 2001; Schmoker, 
2006; Snipes et al., 2002; Togneri & Anderson, 2003; Usdan et al., 2000. 
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A Final Word on Why We Need Good Principals 


In the final analysis, does it matter whether effective principals influence stu- 
dent achievement directly or indirectly, as long as they have a positive effect 
on student learning? The important point, both for research and practice, 
is understanding the ways and means by which principals do influence 
their schools’ educational programs (Hallinger & Heck, 1996). For effective 
principals—all funds they receive and spend, all resources they allocate, every 
employee they hire, indeed, everything they do—is about the students. If 
what principals do doesn’t positively touch the liv es of students, then they 
probably shouldn't be doing it.The best measure of principals’ success is that, 
at the end of the day, students should be better off for having spent time in 
their schools. And that’s why good principals are important. 
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Figure 8.1 Key References for Student Achievement 
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Principal Effectiveness: 


‘Tools You Can Use 





Part 2 of Qualities of Effective Principals contains resources that 
can be used to apply the content and concepts presented in the 
chapters included in Part 1. Divided into three major sections, 
Part 2 provides skills checklists, detailed lists of principal qual- 
ity indicators and red flags, and an annotated bibliography." 


Section I: Principal Skills 
Assessment Checklists 


The Principal Skills Assessment Checklists are based on a syn- 
thesis of the research presented throughout Qualities of Effective 
Principals. The checklists are designed to help identify key indi- 
cators of effectiveness in a principal’s leadership. Each effective- 
ness quality identified in a checklist includes multiple indicators 
of success. The checklists also provide a continuum for rating 
relative strengths and weaknesses, ranging from ineffective 
to master. 














‘Readers familiar with the ASCD book Qualities of Effective Teachers will recognize the format 
used in this section to present principal skills checklists, quality indicators and ted flags, and 
an annotated bibliography. 








The checklists can be used for self-assessment by the prin- 
cipal to r eview and r eflect on the co mponents identified as 
important for effective leadership. Additionally, supervisors and 
peers can use the skills checklists as part of their assessment of 
another principal’s ability. The checklists are intended to sup- 
port identification of strengths and weaknesses so that pr ofes- 
sional growth can be stimulated and professional development 
opportunities can be tailored to specific principal needs. 


Section II: Principal Quality 
Indicators and Red Flags 


The information in this sectio n is designed pr imarily to assist 
building administrators and their supervisors in identifying key 
components of effectiveness as they vie w the practices of the 
administrator. In essence , Section II focuses on behaviors that 
principals exhibit in their daily work. 

The quality indicators and red flags should not be applied 
indiscriminately; rather, the building administrator and his or 
her supervisor should c arefully consider the actual r oles and 
responsibilities fulfilled by the administrator For instance, some 
assistant principals may not have a primary responsibility in the 
area of fiscal responsibility; thus, these individuals, logically, 
would not find the indicators related to finance appropriate. In 
all cases, we do trust that feedback from supervisors or self- 
reflection on the principal qualities can be the impetus to refine 
building administrator skills and practices. 











Section III: Annotated Bibliography 


Section I II co ntains an annotated bibliography of selected 
sources drawn from existing research for the reader who would 
like to know more about specific aspects of the principal effec- 
tiveness research. Where possible, we selected publications that 
reflect empirical evidence related to principal research. In some 
instances, we chose to include annotations that are issue or pol- 
icy oriented rather than empirically based. 

The short annotations are presented in a straightfor ward, 
compact, and uniform format for ease in referencing and using 
the information. The matrix preceding the annotated bibliogra- 
phy is intended as a r esource to connect the annotations with 
the book’s chapters. Additionally, a co mplete list of references 
used in Qualities of Effective Principals is provided at the end of 
the text. 














Principal Skills 
Assessment Checklists 











Key to the Principal Skills Checklists 


Master: 


Professional: 


Apprentice: 


Ineffective: 


Not Observed: 


The principal exhibits the qualit y such that others 
would be able to use the principal as an expert for how 
to lead a school.The principal not only has a sense of 
the quality but demonstrates an understanding of the 
essence of the quality. 


The principal exhibits the quality most of the time. 


The principal demonstrates the quality to the degree 
necessary to make the school function. The princi- 
pal may lack fluidness of use , but the result is still 
effective. 


The principal’s performance is less than acceptable , 
and he or she would benefit from a focused effort to 
improve performance. 


The observer has not seen e vidence, through either 
demonstration or observation, of the quality. 
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Checklist 1—Principal Skills Checklist 


Instructional Leadership 





Quality 


Indicators 


Not Observed 


Ineffective 


Apprentice 


Professional 


Master 





School Vision 


Develops a clear vision for the school. 





Develops clear goals for the school. 





Is confident about ability to accomplish 
vision and mission. 





Protects instructional time in the school. 





Focuses on school improvement. 





Communicates the most important 
mission—learning. 








Shared 
Leadership 


Works to attain goals through individual 
and collective efforts. 





Uses expertise of teacher leaders in 
the school. 





Creates opportunities for collaboration 
among teachers. 





Distributes leadership roles and respon- 
sibilities to others. 





Learning 
Community 





Makes student learning the centerpiece 
of any work. 





Fosters a learning community among all 
stakeholders. 





Learns along with faculty. 





Provides staff development that focuses 
on improving teaching and learning. 








Uses teacher experts to further teaching 
and learning. 
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Checklist 1—Principal Skills Checklist 


Instructional Leadership, cont. 





Not Observed 
Ineffective 
Apprentice 
Professional 
Master 


Quality Indicators 





Data Gathering | Gathers various types of data for analysis. 


and Assessing | (j:6s data to determine school 


effectiveness. 





Influences staff to use data to make 
instructional decisions. 








Curriculum Knows good instructional practices 
and Instruction | associated with different subject areas. 
Monitoring Makes sure curriculum standards 


are taught. 





Models behavior expected of staff. 





Discusses teaching practices with 
individual staff members. 





Visits classrooms frequently to monitor 
teaching and learning. 
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Checklist 2—Principal Skills Checklist 


School Climate 
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Quality Indicators 2 = = ro = 
Fostering Involves all stakeholders in the school. 


and Sustaining 
School Climate 


Creates a positive learning environment. 





Models high expectations of staff and 
students. 





= 


aintains a respectful relationship with 
staff, students, and parents. 








= 


anages conflict and crisis in a timely 
and expert manner. 














Attending Establishes a climate of trust within the 
to Internal school. 
and External Demonstrates honesty and credibility. 
Dynamics —_— 
Monitors internal and external factors 
affecting school. 
Having High Demonstrates caring, support, and 


Expectations 
and Respect 


respect for students. 
Provides direction to staff and students. 





Influences others’ decisions. 


Demonstrates concern for staff's personal 
needs. 

















Handling Proactively establishes crisis manage- 
Conflict ment plans. 
and Crisis Keeps parents and community 
informed of safety issues. 
Shares with parents and community 
how incidents are handled. 
Shared Distributes tasks within the school 
Decision Fosters multiple leaders in the school. 
Making 








Empowers staff to make shared decisions. 








Reviews school programs regularly. 
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Checklist 3—Principal Skills Checklist 


Human Resource Administration 
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Quality Indicators = 2 3 = 8 

Teacher Selects capable teachers. 

Selection 


Uses research-based interviewing 
practices. 





Selects capable nonteaching staff. 





Knows the hiring process in the school 
system. 





Uses the school system hiring process 
as an advantage. 





Teacher dentifies strengths and weaknesses of 
Induction new teachers. 





Works with new teachers to improve 
their performance. 





Creates a culture of support for new 
teachers. 








mplements formal and informal proce- 
dures to help new staff members. 








Teacher Develops support for mentoring 
Mentoring program. 





Matches the right mentor with the right 
mentee. 





Provides opportunities for new teachers 
to serve as experts in an area of 
strength. 





Communicates expectations to new 
staff. 


Serves as a role model to those 
mentoring new staff. 





























continued) 
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Checklist 3—Principal Skills Checklist 


Human Resource Administration, cont. 





Quality 


Indicators 


Not Observed 


Ineffective 


Apprentice 


Professional 


Master 





Professional 
Development 


Staff 
Retention 





Supports professional development 
initiatives. 





Gains access to resources for profes- 
sional development. 





Matches needs of staff to professional 
development opportunities. 





Solicits input from teachers in the 
design and implementation of 
professional development. 





Fosters an atmosphere of professional 
learning among staff. 


Promotes collaborative working 
relationships. 





Supports positive working conditions. 





Encourages innovation and risktaking. 








Recognizes the importance of retaining 
quality staff. 
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Checklist 4—Principal Skills Checklist 


Teacher Evaluation 








= — 
2/3/5/2) 3 
Quality Indicators = 2 2 = ES 
Evaluating Focuses on both improvement and accounta- 
Teachers bility in evaluating teachers. 





Communicates with teachers throughout the 
evaluation process. 





Informs teachers of elements related to the 
evaluation process. 





Adheres to evaluation timeline. 


Participates in programs designed to 
strengthen evaluation skills. 





Conducts formal and informal conferences 
with teachers. 





Documenting Uses multiple data sources to evaluate teachers. 
Performance of 





Conducts both formal and informal 

















Teachers’ observations. 
Considers student performance when 
evaluating teachers. 
Provides feedback to teachers after 
observations. 
Adhering to Informs teachers of evaluation criteria prior to 
Legal Consider- | the evaluation process. 
ations 


Follows state and local procedural process. 
Maintains objectivity during evaluation process. 





Documents patterns and effects of observed 
behaviors. 





Provides clear descriptions of deficiencies, if 
they exist. 








Provides clear remediable actions in case of 
deficiencies. 





























"Documenting teacher performance is dependent on a school district’s teacher evaluation system and 
cannot be applied without co nsideration of the unique r equirements and methods inc luded in the 
respective evaluation system. 
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Checklist 5—Principal Skills Checklist 


Organizational Management 





Quality 


Indicators 


Not Observed 


Ineffective 


Apprentice 


Professional 


Master 





Coordination 
of Facilities 
and Operations 


Provides procedures and routines 
to create an orderly environment. 





Provides clear rules and routines 
for staff. 





Provides clear rules and routines for 
students. 





Ensures a trained crisis team is available. 


Oversees routine maintenance of the 
facility. 





Develops a master schedule that 
reflects state and local requirements. 





























Allocation Reviews previous school budgets. 
f Fiscal 

e Develops a budget for each fiscal year. 

Resources = 
Plans and prioritizes expenses. 
Communicates distribution procedures 
to staff. 
Creates procedures for reimbursement. 
Follows board policy for vendors 
and bids. 
Develops partnerships with community 
organizations. 

Use of Provides training in technology to 

Technology teachers. 

Resources 





Supports procurement of technology 
resources for use in instruction. 








Uses technology effectively for admin- 
istrative tasks. 























Principal Skills Assessment Checklists 159 








Checklist 6—Principal Skills Checklist 


Communication and Community Relations 








3 — 
os 
5s |e |38|s 
nan — — = 
5 2 S 2 3 
: ; 3 ‘o = | 8 S 
Quality Indicators 2 = = ro = 
Effective Listens to stakeholder suggestions. 


Communication Applies stakeholder suggestions, if 


appropriate. 





Maintains open lines of communication 
with all stakeholders. 





Communication | Gathers input from parents and com- 
with Parents munity members in making decisions. 


and Families Develops parent programs focused on 


instruction. 





Fosters parental involvement. 








Communication | Communicates positive image of 
with the Larger | school. 
Community Cu 





ivates partnerships with outside 
organizations. 





Develops positive relationships with 
the media. 
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Checklist 7—Principal Skills Checklist 


Professionalism and the Principal 


























3 — 
s|g|23|é 
a = = ‘Oo a 
3 2 2 B 3 
J = Qa = 72) 
Quality Indicators = = = 7 = 
Standards Communicates beliefs and values to all 
and Ethical stakeholders. 
Behavior Balances responsibilities to students 
with needs of teachers. 
Maintains a high ethical standard. 
Performs duties with competence 
and integrity. 
Role Model Models care for children. 
Models desired characteristics for 
teachers. 
Professional Participates in various types of profes- 


Development 


sional development. 





Talks with other principals regarding 
challenges. 








Visits other schools. 
Develops a network of support. 





Participates in peer observation with 
other principals. 
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Checklist 8—Principal Skills Checklist 
Siudent Achievement 
3 = 
os 
7 £ 8) s 
2i/3s/e)2| 3 
i i 3S oe = S S 
Quality Indicators 2 = = ro = 
Behaviors Focuses on student learning in the 
Indirectly school. 
Influencing Focuses on implementing and achieving 
Student 


Achievement 





student performance standards. 





Holds high expectations of teachers and 
students. 





Protects academic learning time. 


Emphasizes high-quality instruction 
related to the established curriculum. 





Communicates to students a belief in 
their ability to succeed. 





Goal Setting 
and Student 
Achievement 


Focuses on student achievement goals. 





Makes decisions about school operations 
in terms of student academic goals. 





Monitors school success based on student 
attainment of academic goals. 








Using Data 
to Guide 
Decision 
Making 


Plans for an effective data collection and 
analysis system related to the school or 
program goals and objectives. 





Analyzes student achievement data. 











Ensures that student progress data are 
used to make instructional decisions. 





Sets benchmarks to monitor progress 
toward school goals. 





Takes midcourse corrective action to 
accomplish desired student outcomes. 








Determines whether school goals were 
attained. 





























Principal Quality Indicators 
and Red Flags 











designed primarily to assist administrators and those who e valuate 
administrators in identifying key components of effectiveness as they 
visit schools and obser ve administrators in action. In essence, they are 
intended to facilitate a type of action research focused on behaviors that prin- 
cipals exhibit in their daily work. For some principals, the guidance that can 
emerge from feedback on the school qualities may be the impetus to efine a 
strategy or add something new to their toolkit of skills and techniques. 
The positive and negative behaviors exhibited by principals determine, to 
a great extent, their effectiveness in leadership and, ultimately, the effect they 
have on teachers and student achievement. Several specific characteristics of 
principal responsibilities and behaviors that co ntribute directly to effective 
leadership are listed for each of the following categories: 


T= set of pr incipal responsibilities and behaviors, or qualities, is 


* Instructional Leadership 

* School Climate 

* Human Resource Administration 

* Teacher Evaluation 

* Organizational Management 

* Communication and Community Relations 

* Professionalism and the Principal 

* The Principal’s Role in Student Achievement 


Red flags signaling ineffective leadership are presented at the end of each 
section. Both positive and negative characteristics are based on a plethora of 
research-based studies that address the concept of improving the educational 
system for students, teachers, and schools. These qualities are general for 
any school level. The lists are provided as a vehicle to promote principal 
effectiveness. 
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Instructional Leadership 


Instructional leadership leads to better learning experiences in schools. 


Quality Indicators 


* Building and Sustaining a School Vision 

° Has a clear vision for the school. 

° Strives to ensure quality instruction. 

° Holds high expectations for teachers and students. 

° Models confidence in the school to reach goals. 

° Focuses on school improvement. 

° Communicates to all stakeholders that learning is the school ’s 
most important mission. 

* Sharing Leadership 

° Realizes he or she cannot reach instructional goals alone. 

° Attains school goals through individual and shared efforts. 

° Believes that staff should collaborate openly. 

° Discusses instruction and pr ogram administration collectively 
among all stakeholders. 

° Distributes leadership across the school. 

° Develops and counts on the exper tise of teacher leaders to 
improve school effectiveness. 

° Creates opportunities for teachers to work together. 

° Functions as the chief instr uctional leader of the school while 
balancing multiple responsibilities. 

* Leading a Learning Community 

° ‘Tends to the learning of all members of a school community. 

° Serves as a participatory learner with staff. 

° Provides conditions through staff de velopment that incor porate 
study of professional literature and successful programs, demon- 
stration and practice of ne w skills, peer coaching, using action 
research focused on student data, and study of how new strategies 
affect students. 

° Provides staff development that is meaningful to teachers. 

* Using Data to Make Instructional Decisions 
° Gathers data regarding student achievement. 
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° Uses student achievement data to determine school effectiveness. 

° Influences school staff to activ ely analyze data for impr oving 
results. 

* Monitoring Curriculum and Instruction 

° Possesses knowledge of the curr iculum and g ood instructional 
practices. 

° Monitors the implementation of curriculum standards and makes 
sure they are taught. 

° Models behaviors that he or she expects of school staff. 

° Spends time in classrooms to effectively monitor and encour- 
age curriculum implementation and high-quality instructional 
practices. 

° Steers the curriculum and prioritizes staff development. 

° Judges the quality of teaching. 

° Shares a deep knowledge of instruction with teachers. 

° Promotes coherence in the instructional program where teachers 
and students follow a common curriculum framework. 

° Trusts teachers to implement instruction effectively. 


Red Flags of Ineffective Leadership 


The following traits are pitfalls for those who wish to be effective instruc- 
tional leaders: 


* Lacks a clear vision. 

* Fails to monitor the quality of instruction in the school. 

* Fails to communicate high expectations to faculty and students. 

* Lacks confidence in the school to reach its goals. 

* Tries to implement policies to improve the school alone. 

* Fails to provide opportunities for collaboration among faculty. 

* Fails to provide opportunities to discuss instruction among faculty. 

* Keeps leadership opportunities at a minimum for others. 

* Fails to tap into the expertise of teachers in the building. 

* Is unable to balance instr uctional r esponsibilities with other 
responsibilities. 

* Spends little time monitoring instruction in the building. 

* Is rarely seen in classrooms. 

* Fails to provide engaging staff development to faculty. 
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* Makes decisions based on instinct rather than on data. 

* Fails to encourage faculty to use data to make instructional decisions. 

* Fails to mo nitor implementation of loc al and state curr iculum 
standards. 

* Fails to support teacher effectiveness through observations and conver- 
sations with teachers. 

* Is unable to judge quality of teaching. 

* Lacks trust in teachers’ abilities to provide quality instruction. 


School Climate 


Fostering a positive school climate can greatly influence the effectiveness of 
teachers in the classroom, student attitudes toward the school, and program 
implementation. 


Quality Indicators 


* The Principal’s Role in Fostering and Sustaining School Climate 

° Involves students, staff, parents, and the community to create and 
sustain a positive and safe learning environment. 

° Uses knowledge of the social, cultural, leadership, and political 
dynamics of the school community to cultivate a positive learn- 
ing environment. 

° Models high expectations and respect for students, staff, parents, 
and the community. 

° Develops and implements a plan that manages conflict and cri- 
sis situations in an effective and timely manner. 

° Utilizes shared decision making to maintain positive school 
morale. 

° Builds relationships with all stakeholders. 

* Internal and External Dynamics at Work in the School 

° Establishes a climate of trust. 

° Demonstrates honesty and credibility. 

° Monitors internal and external factors affecting the school. 

* The Importance of High Expectations and Respect 
° Demonstrates respect, support, and caring for students. 
° Shapes teacher attitudes toward students and curriculum. 
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° Influences student opportunity to learn. 
° Collaborates with others. 
* School Climate, Conflict, and Crisis Management 

° Proactively develops crisis plans. 

° Regularly reviews and revises the crisis plans. 

° Assigns administrators to accessible locations. 

° Creates a school Incident Command Center. 

° Maintains communication devices. 

° Establishes evacuation and reunification procedures. 

° Debriefs stakeholders (parents and community) following an 
incident. 

° Keeps parents and community members informed of school safety 
issues. 

° Keeps parents and community members informed of ho w inci- 
dents are handled. 

° Communicates to parents and community that their children 
are safe. 

* School Climate and Shared Decision Making 

° Distributes administrative tasks. 

° Creates multiple leaders within the school. 

° Empowers staff to engage in group decision making. 

° Reviews school progress collaboratively with all stakeholders. 


Red Flags of Ineffective Leadership 


There is a fundamental link that connects principals to school goals and 
attaining those goals. Success doesn't just occur through happenstance. Prin- 
cipals have a role in fostering and sustaining school c limate. The following 
traits are pitfalls that will stand in the way of fostering and sustaining a pos- 
itive school climate: 


* Fails to involve students, staff, parents, and community in creating a 
positive and safe learning environment. 

* Fails to use knowledge of the social, cultural, leadership, and political 
dynamics of the school co mmunity to cultivate a positive learning 
environment. 

* Lacks plans to manage conflict and crisis situations in an effective 
and timely manner. 


168 


Qualities of Effective Principals 





Makes decisions without input from others. 

Fails to listen to others’ views on school issues. 

Lacks credibility with stakeholders. 

Stays in the office most of the school day. 

Does not participate in school activities and operations. 
Fails to respect existing school and community cultures and traditions. 
Fails to put student safety and achievement above all else. 
Is unable to diagnose areas of change needed in the school. 
Tolerates ineffective teaching. 

Lacks confidence in school staff. 

Fails to keep others and self current with best practices. 
Fails to provide personal and professional support to staff. 


Human Resource Administration 


Hiring the best, keeping the best, and developing the best teachers are core 
responsibilities of any leader. Indeed, the school is 0 nly as successful as the 
people within the walls of the school building. 


Quality Indicators 
* Selecting Quality Teachers and Other Employees 


° Selects capable and committed teachers. 

° Selects capable and committed nonteaching staff. 

° Uses research-based interviewing practices. 

° Hires teachers based on qualities that make an effective teacher. 

° Seeks out training and makes justif ied legal decisions in the 
hiring process. 

° Knows the hiring system in the school district. 

° Uses knowledge of hiring system to gain access to the best possi- 
ble candidates. 


* Inducting and Supporting New Employees 


° Develops learning communities in which new teachers can grow 
professionally and advance. 

° Helps new teachers to develop a sense of cultural norms and tradi- 
tions at the school. 
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° Identifies strengths of new teachers. 

° Provides support in instruction to new teachers. 

° Provides opportunities for new teachers to collaborate with effec- 
tive, veteran teachers. 

* Mentoring Novice Teachers 

° Establishes mentoring programs based on effective practices. 

° Creates a culture in which new teachers are supported and men- 
tored by others in the building and are not left to flounder alone 
in their classrooms. 

° Knows own mentoring abilities and works to strengthen them. 

° Provides the support structures for successful implementation of 
a mentoring program. 

* Providing Professional Development Opportunities 

° Supports professional development within the school that meets 
both teacher needs and school goals. 

° Recognizes the teacher leadership within the building. 

° Involves teachers in the design and implementation of professional 
development opportunities. 

° Provides the time, resources, and structure for meaningful profes- 
sional development. 

° Is aware of the professional literature related to best practices and 
keeps staff informed as a part of professional development. 

* Retaining Quality Staff 

° Supports teachers in their work. 

° Promotes collaboration and shared leadership. 

° Takes risks and helps in problem solving with the staff. 


Red Flags of Ineffective Leadership 


The human resource role of the principal can be handled in a way that 
negatively affects teaching and learning as vell as the school dimate and cul- 
ture. There are several common teacher hiring mistakes that principals and 
others are prone to make. These traits are pitfalls that may stand in the way 
of successful human resource management. The ineffective principal 


* Lacks training in how to interview teacher candidates. 
* Uses improper hiring criteria (e.g., important attributes ignored) or 
criteria unrelated to the job, or emphasis on a particular style. 
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* Fails to adequately assess the applicant’s work with students. 

* Relies on the interview only to make hiring decisions. 

* Disregards the candidate’s demonstrated effect on student achievement. 

* Fails to check prejudices when making hiring decisions. 

* Fails to adequately check candidate materials. 

* Does not follow up with recommendations. 

* Fails to adequately monitor new teaching staff. 

* Lacks mentoring program for teachers who are new to the profession, 
new to the school system, or new to the school building. 

* Assigns new teachers to the most difficult classes. 

* Fails to provide professional development opportunities for staff. 

* Does not inv olve staff in making decisio ns regarding professional 
development activities. 

* Lacks knowledge of best practices in the field of education. 

* Fails to inform staff of best practices in the field of education. 


‘Teacher Evaluation 


The effective principal recognizes the dual nature of teacher evaluation and 
sees the benefits in a sy stem that both holds teachers accountable and 
provides for growth opportunities of the individual. 


Quality Indicators 


* What Are Good Practices in Teacher Evaluation? 

° Establishes clear goals for school improvement. 

° Determines how teacher evaluation relates to those goals. 

° Develops clear performance standards upon which teacher evalu- 
ation will be based. 

° Identifies acceptable standards of performance. 

° Builds clear and consistent procedural guidelines and safeguards 
for all evaluation procedures. 

° Establishes a reasonable evaluation timeline and sticks to it. 

° Communicates with the teacher thr oughout the e valuation 
process. 

° Recognizes that teacher supervision and evaluation are fundamen- 
tal responsibilities of the principal. 
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° 


° 


fe} 


Participates in extensive training programs to increase his or her 
own skills in performance evaluation. 

Encourages substantial contributions to the evaluation process by 
the teacher. 

Talks about both strengths and areas for improvement during the 
evaluation conference. 

Seeks available resources to respond to individual needs. 

Involves teachers at every level in the evaluation process. 

Works to remove incompetent teachers. 


¢* How Should Teacher Performance Be Documented? 


{e) 


a 


Maintains accurate building-based personnel records. 

Listens more than talks dur ing the e valuation process to obtain 
more useful information about teachers’ performance. 

Balances review of past performance and future goals. 
Recognizes teacher strengths and successes. 

Provides specific commendations or r ecommendations for 
improvement. 

Engages in pr oblem solving to identify and anal yze problems 
related to teacher performance. 


* What Are the Legal Guidelines for Teacher Evaluation? 


° 


° 


Informs teachers of all standar ds, criteria, and procedures for 
evaluation before implementation. 

Follows any and all state and local procedural requirements. 
Maintains objectivity throughout the evaluation process. 
Documents patterns and effects of behavior. 

Determines whether the educ ator’s behavior is remediable or 
irremediable. 

Where remediable deficiencies exist, provides clear descriptions 
of the deficiencies and clear, specific descriptions of the expected 
corrections or improvements in performance behaviors. 

Where serious performance deficiencies have been cited, allows 
reasonable time to improve, and reasonable assistance in improv- 


ing should be provided by the staff of the school or school distict. 


Red Flags of Ineffective Leadership 


The teacher evaluation process can be a vehicle for professional growth, 


or it can be a source of mistrust and dissension between a principal and 
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faculty. The following traits are pitfalls that may stand in the way of success- 
ful teacher evaluation by administrators: 


* Bases performance evaluation of teachers on whether the individual is 
liked or disliked by the principal. 

* Does not maintain accurate and complete personnel records. 

* Fails to establish the expectation of teaching excellence. 

* Fails to allocate adequate time and attentim to implementing effective 
evaluation procedures. 

* Lacks available resources or professional development funds to sup- 
port the evaluation process and teacher improvement. 

* Is not visible in the school and in teachers’ classrooms. 

* Does not have frequent contact with teachers and students. 

* Fails to provide feedback to teachers in the spir it of coaching as well 
as evaluation. 

* Is unaware of legal issues regarding evaluation. 

* Disregards evaluation practices and legal issues surr ounding these 
practices. 

* Provides positive evaluations to ineffective teachers. 


Organizational Management 


Organizational management pertains to both shor t-range and long-term 
planning regarding the day-to-day school operations. 


Quality Indicators 


* Coordinating Safety, Daily Operations, and Maintenance of the 
Facility 

° Prepares, distributes, and updates school handbook. 

° Supervises operation, utilization, and up keep of buildings and 
grounds. 

° Establishes routines for the smooth r unning of the school that 
staff members understand and follow. 

° Provides for the pur chase, receipt, distribution, storage, care, 
repair, and inventory of school building supplies, materials, and 
equipment. 
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° Prepares miscellaneous r equests, time sheets, absentee reports, 
memoranda, proposals, and correspondence, and various federal, 
state, and local reports and surveys. 

° Maintains appropriate record-keeping system. 

° Supervises maintenance of student enr ollment, attendance, and 
cumulative records 

° Provides and reinforces clear structures, rules, and procedures for 
staff. 

° Provides and reinforces clear structures, rules, and procedures for 
students. 

° Maintains a safe and orderly environment. 

° Communicates expectations regarding behavior to students, 
teachers, and parents. 

° Clearly communicates procedures for hand ling disciplinary 
problems. 

° Implements and enforces disciplinary procedures in a timely and 
consistent manner. 

° Realizes that the school and school leaders may be held liable if 
injury results due to negligence of school personnel. 

° Collaboratively plans student gr ouping and development of the 
school master schedule. 

° Facilitates professional learning communities focused on student 
learning. 

° Coordinates transportation, custodial, cafeteria, and other sup- 
portive staff. 

° Maintains discipline. 

° Oversees student activities. 

° Assigns and schedules building staff. 

* Using Data in Organizational Management 

° Uses multiple forms of data in organizational management. 

° Develops school improvement plans collaboratively. 

° Monitors school improvement plans continually. 

° Allows for changes in school improvement plans, when needed. 

* Seeking and Allocating Fiscal Resources 

° Makes creative use of all resources—people, time, and money—to 

improve teaching and learning. 
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° Involves all stakeholders in planning for school resources. 

° Seeks input on the budget from all levels of affected staff. 

° Prepares and defends annual school budget proposal. 

° Manages budg et allotments in accor dance with building 
priorities. 

° Maintains proper account ledgers and other financial records. 

° Follows federal, state, and local policies with regard to finances. 

° Establishes and uses an accepted procedure for receiving and dis- 
bursing funds. 

° Audits fiscal records regularly to ensure the accountability of all 
funds. 

° Keeps staff informed about status of budg et requests, equipment 
purchases, and materials ordered. 

* Organizing and Managing Technology Resources 

° Makes training oppor tunities available to teachers in the use of 
computer technology in schools. 

° Recognizes that technology can be used effectively in instruction. 

° Uses available technology to manage daily tasks more efficiently. 


Red Flags of Ineffective Leadership 


Organizational management can go awry if neglected by a principal. The 


following traits are pitfalls that will stand in the way of successful organiza- 
tional management: 


* Fails to review previous school budgets to discern patterns of expendi- 
ture and price fluctuations. 

* Does not develop a budget for the fiscal year. 

* Fails to involve all stakeholders in considering sources of school income 
and expenditures that come from other school distr ict budgets (e.g., 
textbooks and school furnishings) or outside sources. 

* Fails to plan and prioritize expenses. 

* Fails to use school district budget categories and codes or provide any 
necessary breakdown of expenses (e.g., team or departmental budgets 
within the overall category of instruction). 

* Does not communicate distribution procedures and timing. 

* Does not ensure staff understanding of depar tmental or individual 


budgets. 
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* Does not create and adhere to procedures for reimbursement. 
* Fails to monitor budget and adjust as needed. 

* Fails to follow school board policy for bids and vendors. 

* Lacks rotation for school capital expenses. 

* Fails to create partnerships with community organizations. 


Communication and Community Relations 


Effective principals are effective communicators. Communicating effectively 
with internal and external constituents is important. Additionally, developing 
and maintaining positive relationships with students, staff, parents, and the 
greater school community is essential for a successful school. 


Quality Indicators 


* The Principal and Effective Communication 

° Incorporates stakeholder vie ws in shar ed decision-making 
processes. 

° Is a good listener. 

° Engages in open and democratic dialogue with m ultiple stake- 
holders. 

° Distributes leadership to facilitate improved communication about 
the change process. 

° Holds periodic faculty and other staff meetings for the cmduct of 
school business. 

° Disseminates needed information to faculty and staff in a timely 
fashion. 

° Encourages reciprocal communication within the school giving 
all staff members the opportunity for openness and collaboration. 

° Responds to staff requests, complaints, and grievances. 

° Counsels staff members regarding work-related problems. 

* Communicating with Parents and Families 

° Spends a great deal of time working with parents. 

° Invites parents to visit the school and classrooms. 

° Develops positive relationships with parents. 

° Provides informatio n to par ents about their childr en’s school 
progress. 
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° Understands that parents view their own involvement in dif- 

ferent ways. 
* Communicating with the Larger Community. 

° Networks with individuals and gr oups in other organiz ations to 
build partnerships for pursuing shared goals. 

° Markets the schools to attract high-quality teaching staff. 

° Forms relationships with families and the larger community. 

° Develops external partnerships to support school improvement. 

° Recognizes the needs of the community. 

° Works effectively with parent, community, business, and govern- 
ment representatives. 

° Develops public support for the school. 

° Raises supplementary funds from parents, businesses, and other 
organizations. 

° Networks with people and groups in other organizations to solve 
common problems and pursue shared purposes. 


Red Flags of Ineffective Leadership 


A principal who fails to co mmunicate effectively with all stakeholders, 
including staff, students, and parents, will find it difficult to support teaching 
and learning in the school. The following traits are pitfalls that will stand in 
the way of successful communication and community relations: 


* Lacks support from community organizations. 

* Fails to communicate consistently with families and community. 
* Does not know the needs of the community. 

* Is not admired by the teachers. 

* Does not “walk the talk.” 

* Fails to understand his or her influence on others. 

* Fails to demonstrate core values in daily routines. 

* Is unavailable to parents and community members. 


Professionalism and the Principal 


Quality Indicators 


* Principal Performance Standards and Ethical Behavior 
° Is viewed as honest, with a high degree of integrity. 
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° Holds self to a high standard of ethics. 

° Is morally centered. 

° Communicates beliefs and values to the faculty, staff, parents, and 
students. 

° Balances responsibilities associated with educating young people 
with the needs of teachers. 

* The Principal as a Role Model 

° Models core values thr ough interactio ns with students and 
teachers. 

° Models a sense of self-efficacy to staff. 

° Models care and genuine concern for children. 

° Contributes to the empowerment of teachers. 

* Professional Development for the Principal 

° Recognizes the impor tance of his or her o wn professional 
development. 

° Participates in various types of professional development, includ- 
ing attending conferences, networking, mentoring, and peer 
observation. 

° Receives professional development that focuses on his or her soles 
and responsibilities as well as the nuances of context that affect 
decisions. 

° Serves on local, state, or national committees. 

° Maintains an active role in professional organizations. 

° Organizes, facilitates, and presents at local, state, or national 
conferences. 


Red Flags of Ineffective Leadership 


Professionalism communicates in ways that direct one-to-one commu- 
nication cannot. Principals who hold themselves to a high professional stan- 
dard communicate honesty, integrity, and confidence. Principals who do 
not adhere to professional performance standards and who are not ethical 
are not successful. These are some red flags of an ineffective leader: 


* Does not promote the success of all students by facilitating the devel- 
opment, articulation, implementation, and stewardship of a vision of 
learning that is shared and supported by the school community. 
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* Does not promote the success of all students by advocating, nurturing, 
and sustaining a school culture and instructional program conducive to 
student learning and staff professional growth. 

* Fails to ensure management of the organiz ation, operations, and 
resources for a safe, efficient, and effective learning environment. 

* Fails to collaborate with families and canmunity members, respond 
to diverse community interests and needs, or mobilize community 
resources. 

* Acts in an unethical manner. 

* Is widely viewed as unfair and dishonest. 

* Does not make the educ ation and well-being of students the funda- 
mental value of all decision making. 

* Does not fulfill all professional duties with honesty and integrity, and 
does not act in a trustworthy and responsible manner. 

* Does not support the principle of due process or protect the civil and 
human rights of all individuals. 

* Does not implement local, state, and national laws. 

* Does not pursue appropriate measures to correct those laws, policies, 
and regulations that are not consistent with sound educational goals or 
that are not in the best interest of children. 

* Uses the position as principal for personal gain through political, social, 
religious, economic, or other influences. 

* Accepts academic degrees of professional certification from any insti- 
tution, whether accredited or not. 

* Does not maintain standards and does not seek to improve the eftec- 
tiveness of the profession through research and continuing professional 
development. 

* Does not honor all contracts until fulfillment, release, or dissolution 
mutually agreed upon by all parties. 

* Does not accept responsibilities and accountability for his or her own 
actions and behaviors. 

* Does not commit to serving others above self. 


The Principal’s Role in Student Achievement 


The purpose of schooling is to ensure that students learn and that they 
will be contributing, productive members of societ y. Indeed, the mission 
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statements of many school districts say as much. The principal’s role in 
student achievement is critical in setting the tone that student learning is the 
number one priority. 


Quality Indicators 


* The Principal’s Indirect Influence on Student Achievement 
° Works to positively influence instructional practice. 
° Focuses on student learning and a chievement of local and state 
standards. 
° Holds high expectations of teachers and students in egard to aca- 
demic achievement. 
° Protects academic learning time through minimal disruptions dur- 
ing instructional time. 
° Ensures that all students hav e access to high-quality instruction 
and to the curriculum. 
¢ Communicates to students that every member of the school can- 
munity believes that they can succeed. 
* Focus on School Goals and Student Achievement 
° Focuses on goals such as incr eased graduation rates, heightened 
student reading ability, and so forth. 
° Believes that students will be successful o nly if the school is 
well run. 
° Maintains a focus on student achievement. 
* The Principal’s Use of Data to Guide School Success 
° Knows how to interpret student achievement data. 
° Knows how to use student achie vement data to make curr icular 
decisions. 
° Places less pressure on teachers to per form well on standardized 
testing. 
° Ensures that student progress data are used to make instructional 
decisions in the classroom and curricular decisions schoolwide. 
° Plans for an effective data collection and analysis system related to 
the school or program goals and objectives. 
° Sets benchmarks to monitor progress toward school goals. 
° Takes midcourse corrective action to accomplish desired outcomes. 
° Determines whether school goals were attained. 
° Debriefs on why goals were or were not attained. 
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Red Flags of Ineffective Leadership 


There is a fundamental link that co nnects school goals and attaining 
those goals. That connecting thread is using data to make informed deci- 
sions. Success doesnt just occur through happenstance. Rather, it takes a com- 
mitment to data-informed decision making in order to assess. The ineffective 
leader 


* Inaccurately interprets student achievement data. 

* Uses one source of student achievement data to make changes to the 
instructional program. 

* Fails to pre-assess student learning in the school. 

* Sets unrealistic or easily attainable school goals. 


Attributes failure to meet goals to factors outside school. 
* Fails to monitor progress toward goals. 
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Barth, R. S. (2002, May). The Culture Builder. Educational Leadership, 


58), 6-11. [ Journal article]. 


Keywords: Instructional Leadership, School Climate 


Summary: The influence of school culture and the role of school leaders in 


changing toxic school cultures were reviewed. School culture has a huge influ- 


ence that is immediately apparent to newcomers. School culture was defined 


as a deeply ingrained and complex combination of norms, beliefs, values, tra- 


ditions, and my ths regarding the organization that are often resistant to 
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change. Among healthy cultural norms cited by the author were collegiality, 
trust, honesty, and open communication. The role of the instructional leader 
was described as facilitating with staff the co ntinuous examination of cul- 
tural norms of the school, including discussing the no ndiscussables, then 
keeping, re-examining, or disc arding practices or behaviors based o n the 
impact on student learning, Toxic cultures tend to associate learning and pun- 
ishment. The challenge to instructional leaders is to uncouple these themes 
and encourage a message of learning not to awid punishment but to improve 
oneself. Development of a school culture that encourages student and adult 
learning was noted to be a priority for school leaders. 


Blase, J., & Blase, J. (1999). Leadership for Staff Development: Supporting the 
Lifelong Study of Teaching and Learning. Washington, DC: United States 
Department of Education, Education Resources Information Center 
(ERIC), (pp. 2-18). [Monograph]. 


Keywords: Instructional Leadership, Human Resource Management 


Summary: A study examined the character istics of instr uctional leaders 
that had a positive impact on classroom teaching. Instructional leadership 
is defined as coaching , reflection, collegial inv estigation, study teams, 
explorations into uncertain matters, and problem solving. The role of staff 
development as related to the instr uctional leader was also examined to 
determine if this was a factor in effective school leadership. An inventory 
was administered to 809 elementary and secondary teachers in the South- 
east, Midwest, and Northwest who had various levels of teaching experi- 
ence. Instr uctional leaders w ere found to signif icantly impact the 
classroom behaviors of teachers. Behaviors of effective instructional lead- 
ers included talking with teachers, promoting professional growth, and 
encouraging teacher reflection. Findings on staff development confirmed 
the value of professional growth and reflection for teachers. The authors 
described six elements of staff development: 


1. The study of teaching and learning 
2. Building a culture of collaboration 
3. Promoting coaching 


4. Using inquiry to drive staff development 
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5. Providing resources to support growth and improvement 


6. Applying principles of adult development 


The authors cited the impor tance of creating a culture of lifelo ng learning 
through the use of inquiry and collaboration. 


Boris-Schacter, S., & Merr ifield, S. (2000, January). Why “Particularly 
Good” Principals Don’t Quit. Journal of School Leadership, 10, 84-98. 
[ Journal article]. 


Keywords: Instructional Leadership, Professionalism 


Summary: A study involving principals deemed par ticularly effective by 
their peers focused on principal professional learning. Conditions for prin- 
cipal learning exhibited by these principals revealed the broad themes of 
professional identity, influence of liberal arts, and personal identity. Specif- 
ically, these principals viewed professional development as an ethic and 
demonstrated a connection between their professional and personal lives. 
They modeled a deep interest in particular subjects and learning as well as 
a connection between their interests and profession, and they possessed a 
philosophy of continual improvement. Such principals, described as “self- 
directed learners,” were aware of being unable to manage the principalship 
alone and the need to motivate and inspie others within the organization. 
They shared their interests and learning with others, modeling lifelong 
learning. Implications for recruitment of future leaders and professional 
development were described. 


Catano, N., & Stronge, J. (2006, September). What Are Principals Expected 
to Do? Congruence Between Evaluation and Performance Standards. 
NASSP Bulletin, 90 (3), 221-237. [Q uantitative/qualitative content 
analysis]. 

Keywords: Instructional Leadership, Teacher Evaluation, Organizational 

Management, Professionalism 


Summary: This study uses both quantitative and qualitative methods of con- 
tent analysis to examine principal evaluation instruments, as well as state and 
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professional standards for principals in school distr icts located in a Mid- 
Atlantic state in the United States. The purposes of this study were to 


* Determine the degrees of emphasis that are placed on leadership and 
management behaviors expected of school principals. 

* Explore the congruence of principal evaluation instruments to instruc- 
tional leadership and management attributes. 

* Explore the congruence of principal evaluation instruments with state 
and professional standards. 


Findings revealed that school districts focused on instructional leadership, 
organizational management, and community relations as responsibilities 
for school principals. Principal evaluation instruments reflected common 
expectations for principals among school districts and state and professional 
standards. 


Key Points: 


* Principals are responsible for multiple goals, and there is pressure 
to attend to both the a cademic standards of the school and the 
social and emotional well-being of students. Strong working rela- 
tionships with teachers and staff as well as parents and community 
are imperative. 

* Principal roles are changing because accountability is changing, Prin- 
cipals are accountable not only to local, state, and natio nal policy- 
makers but also to parents and communities. Testing and test scores 
have become paramount to these gr oups, and principals are feeling 
the pressure. 

* Public school districts must clearly communicate roles and expecta- 
tions to principals. 


The study raises several questions related to the responsibilities of school 
principals. These questions are centered around changing roles and job sat- 
isfaction, appropriate evaluation instruments, turnover rates, stakeholder 
understanding of increasing complexity, and the result of evaluation on prin- 
cipal effectiveness. 
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Charlotte Advocates for Education. (2004, February). Role of Principal 
Leadership in Increasing Teacher Retention: Creating a Supp ortive 
Environment. Charlotte, NC: Author (pp. 1-64). [Monograph]. 


Keywords: Instructional L eadership, S chool Climate , Human Resour ce 
Management 


Summary: The relationship between principals, school culture, and teacher 
retention in the Charlotte-Mecklenburg Schools in North Carolina was 
studied. Twenty principals were identified who had been most successful 
at teacher retention. These principals completed surveys to determine 
whether there were common strategies, and focus groups were formed to 
address the teacher retention issue. Working conditions in five categories 
were assessed: 


1. Time Management 

2. Facilities and Resources 
3. Leadership 

4, Personal Empowerment 


5. Opportunities for Professional Development 


Effective principal behaviors included demonstrating strong leadership, 
relationship building, providing teacher support, teacher empowerment and 
leadership building, accessibility, protection of teacher time, and providing 
quality professional growth opportunities. The survey was then used at 
the state level to provide data on working conditions and the impact of 
leadership behaviors and school cultur e. Implications of results were also 
discussed. 


Key Points: 


* Successful principals have the following traits in co mmon: visionary 
and entrepreneurial leadership style, risk taking, self-motivation and 
tenacity, problem solving, passion and commitment, strong attention to 
operational issues, an understanding of the value of people in terms of 
personal success and growth, preparation, and continued professional 
development. 
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* Results of the study include: 

° Principal experience: extensive, as both teachers and assistant 
principals. 

° Use of time: most are comfortable as instructional leaders; expec- 
tation is to spend 70 per cent of time in instr uctional roles; half 
indicate that only 50 percent of time is actually spent in instruc- 
tional roles, the other half being operations. 

° Principal preparation: most important is on-the-job training, expe- 
rience as a teacher, and self-directed professional development. 
Least important are undergrad education and formal professional 
development. 

° Characteristics of effective principals: visionary leader, ability to 
synthesize, motivation, critical thinking, good and quick decision 
making, problem solving, self-reflection, organizational skills, artic- 
ulate, ability to prioritize, confidence, trustworthy, risk taking, per- 
severance, drive, people skills, perceptive, listening skills, and sense 
of humor. 


Cooper, B. S., Ehrensal, P. A., & Br omme, M. (2005, Januar y/March). 
School-Level Politics and Professional Development: Traps in Evaluat- 
ing the Q_uality of P racticing Teachers. Educational P olicy, 19 (1), 
112-125. [Journal article]. 


Keywords: Instructional L eadership, Human Resour ce Manag ement, 
‘Teacher Evaluation 


Summary: Historical and structural factors affecting teacher supervision and 
evaluation were examined in se veral New York City schools. The micro- 
political context affecting teacher-principal interactions was shaped by state 
and district policy, prior experiences with teacher dismissals, and contractual 
agreements with unions. The combination of these resulted in what is 
described by the authors as the following three traps of current teacher super- 
visory practices: 


1. Reinforcement of top-down school management. 


2. Treatment of teaching as a semi-profession. 


3. Use of teacher empowerment and collegiality to restrain full partici- 
pation and channel dissention. 
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Suggestions to avoid supervisory traps were provided, including 


Improvement of teacher evaluation techniques. 

Increasing teacher collegiality. 

Viewing teachers as self-directed professionals. 

Consideration of linking teacher salar y to improvement in student 
learning outcomes. 

Leader awareness of when to lead and when to allow greater levels of 
teacher independence. 


Key Points: 


Teacher evaluation is a major sesponsibility of principals. In New York 
City, relationships between teachers and principals are often guided by 
union contracts and local and state policies. 
Trap 1: Bureaucratic Organization and Labor Management. Reinforces 
top-down management. Teacher-supervisor relations are constrained 
by a long history of labor-management relations. 
Trap 2: Teaching as a Semi-Profession. The field of teaching is similar 
to other professional fields, yet the sense of professionalism is often 
different. This sense of professionalism can be shaped by the super- 
visory experience. With high-stakes testing there is enormous pres- 
sure to produce good results quickly and regularly. Having to teach 
to the test undermines and reduces teachers’ autonomy and sense of 
professionalism. 
Trap 3: Teacher Empowerment and the Collegiality of Leadership. Veach- 
ers are encouraged to voice their opinions through structured and 
formalized means that reinforce the hierarchies set in place by admin- 
istration. Empowerment is manipulated. 
Traps cannot completely disappear, but suggestions for improving them 
include 
° Improving evaluation techniques: Tucker, Stronge, Gareis, and 
Beers suggest portfolios and self-reflection as part of the evalua- 
tion process. 
° Increasing collegiality among teachers. 
° Viewing teachers as self-dir ected professionals; buffering teach- 
ers from organizational and external intrusions. 
° Tying salary and compensation directly to effort and success. 
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° Knowing when not to lead and when to empo wer others (senior 
teachers) to assume leadership roles. 


Cotton, K. (2003). Principals and Student Achievement: What the Research 
Says. Alexandria, VA: Association for S upervision and Curr iculum 
Development. [Book]. 


Keywords: Instructional L eadership, S chool Climate , Human Resour ce 
Management, Organizational Management, Communication and Commu- 
nity Relations, Professionalism, Student Achievement 


Summary: An extensive review of post-1985 research examined princi- 
pal behaviors as related to one or more student outcome measures. Princi- 
pals of high-performing schools were found to exhibit 26 behaviors that 
affect student achievement positively, generally falling into seven categories: 


1. Focus on Student Learning 


2. Vision and goals focused on high levels of student learning 
* High expectations for student achievement 
* High levels of student learning 


3. Interaction and Relationships 
* Communication and interaction 
* Emotional and interpersonal support 
* Parent and community outreach and involvement 


4. Role modeling 


5. School Culture 
* Recognition of student and staff achievement 
* Support of risk taking 
* T eacher autonomy 
* Collaboratio n 
* Shared leadership and decision making and staff empowerment 
* Positive and supportive school climate 
* Visibility and accessibility 
* Self-confidence, responsibility, and perseverance 
* Rituals, ceremonies, and other symbolic actions 
* Professional development opportunities and resources 
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6. Instruction 
* Importance of instructional leadership 
* Discussion of instructional issues 
* Instr uctional time 


7. Accountability 
* Use of student data for program improvement 
* Classroom observation and feedback to teachers 
* Norm of continuous improvement 
* Safe and orderly school environment 
* Monitoring student progress and sharing findings 


Differences between instructional leadership in several categories were 
explored, including principal gender, school socioeco nomic status, and 
elementary-secondary leadership. Review of the literature concluded with 
the assertion that the effects of principal leadership on student learning, while 
indirect, are significant and positive. 


Elmore, R. F. (2005, Winter). Accountable Leadership. The Educational 
Forum, 69, 134-142. [Journal article]. 


Keywords: Instructional Leadership, Teacher Evaluation, Organizational 
Management 


Summary: The impact of performance-based accountability on school lead- 
ership practices was reviewed. Accountability was defined in terms of orga- 
nizational response rather than co mpliance. Response, in turn, depended 
on the degree of agency exhibited by those in the organization. A model 
of leadership practice was proposed, focusing on internal accountability, 
improvement of agency, technical and social-emotional aspects of improve- 
ment, and distributed leadership. The authors indicated that the complexity 
of educational issues has forced educators to utilize new skills and distribute 
leadership throughout the organization. 


Key Points: 


* Changes in conditions lead to changes in leadership practices. 
* Performance-based accountability was introduced to provide terms of 
accountability, not to create it where it did not previously exist. 
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* Three sources contribute to accountability: individual r esponsibility, 
collective expectations, and formal mechanisms. 

* Internal accountability (alignment = individual values + collective 
expectations) is associated with gr eater success in terms of external 
accountability. 

* Improvement is a process of individual and organiz ational learning. 
Improvement is not a linear pr ocess. Improvement includes using 
internal and external expertise and tailoring to specific needs. 

* Improvement is both a technical and social-emotional process. It is 
not only improving old ideas or processes, but finding new ideas and 
processes. 

* Accountable leadership stresses the impor tance of individual and 
collective agency. 

* Accountable leadership is distributed leadership. 


Fink, E., & Resnick, L. B. (2001, April). Developing Principals as Instruc- 
tional Leaders. Phi Delta Kappan, 82(8), 598-606. [ Journal article]. 


Keywords: Instructional Leadership, Human Resource Management, 
Organizational Management 


Summary: A longitudinal study of an urban New York school district with 
a strong record of successful school impr ovement efforts over an 11-year 
period was described. The district sought to strengthen school leadership 
with a professional development program that emphasized continual learn- 
ing, problem-solving strategies, professional support, and mentoring. A cul- 
ture stressing the importance of teaching and learning was developed, and a 
connection between strong professional development and accountability has 
resulted in the district. Core beliefs central to the program are described. 


Key Points: 


* Though the ideal role for principals is instructional leader, most spend 
their time managing operations. 

* Principals are primarily responsible for selecting and cultivating an 
effective teaching staff. 

* Problem sharing is viewed as a positive process of professional engage- 
ment. This lends itself to creating a culture of mutual dependency and 
teamwork. 
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* Effective instructional leaders need to build intellectual capital as well 
as social capital. 

* Leadership skills and instructional knowledge must be developed con- 
currently. 


Fullan, M. (2002, May). The Change Leader. Educational Leadership, 598), 
16-20. [ Journal article]. 


Keywords: Instructional Leadership, School Climate, Teacher Evaluation, 
Organizational Management 


Summary: Leadership is needed at every level of school culture and dur- 
ing times of change. An organization cannot flourish on the actions of 
the top leader. Schools and districts need leaders at every level. This arti- 
cle describes the skills leaders must possess and the challenges they must 
face in order to provide for, protect, develop, and enhance their school 
environments. 


Key Points: 


* Effective leaders are the key to sustained, educational reform. 

* Teachers must be mobilized for reform to happen. 

* Five character istics of effectiv e leaders inc lude moral pur pose, an 
understanding of the change process, the ability to improve relation- 
ships, knowledge creation and sharing, and making processes coherent. 

* Leaders with moral purpose seek to make a positive difference. 

* Sustained improvement is impossible without the whole system mov- 
ing forward. 

* Understanding change requires selective innovation, realistic expecta- 
tions, redefining of resistance, and reculturing. 

* If relationships improve, schools get better. Building relationships and 
teams can be the most difficult work but will result in a resource that 
continues to give. 

* Organizations must foster kno wledge giving as w ell as kno wledge 
seeking. 

* Key components of sustainability are developing the social envir on- 
ment, learning in co ntext, cultivating leaders at many le vels, and 
enhancing the teaching profession. 
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Fullan, M. , Ber tani, A. , & Q_uinn, J . (2004, A pril). N ew L essons for 
Districtwide Reform: Effective Leadership for Change Has 10 Crucial 
Components. Educational Leadership, 61(7), 42-46. [ Journal article]. 


Keywords: Instructional Leadership, Teacher Evaluation, Organizational 
Management, Professionalism, Student Achievement 


Summary: The ability to implement and sustain sy stemic reforms in 
school districts was examined in several districts in Canada, Great Britain, 


and the United States. Ten critical components for successful change were 
identified: 


1. A Compelling Conceptualization 
* Effective district leaders know how to use key advantag es for 
implementing their vision. 
* Leaders must build a coalition of leaders who pursue the vision 
in practice. 
2. Collective Moral Purpose 
* There must be an explicit goal of raising the bar and closing 
the gap. 
* Everyone has a responsibility for changing the education context. 
* Competition within districts is counterproductive. 


3. The Right Bus 
* Structure must be right before anything else. 
* Structure must reflect the underlying principles of an organ- 
ization 
4. Capacit y Building 
* Leaders should focus not only on achievement but also on devel- 
opment of future leaders. 


5. Lateral Capacity Building 
* Connecting schools within a district is essential. 
* Team building also is critical. 


6. Ong oing Learning 
* Effective districts continually analyze and refine strategies. 
* Assessment is essential. 
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7. P roductive Conflict 
* Change will inevitably produce conflict. Leaders must bal- 
ance resolving conflict with a commitment to the established 
vision. 
* Collaborative does not al ways mean being co ngenial and 
consensual. 


8. A Demanding Culture 
* Competence is vital. Being well-intentioned is not good enough. 


9. External Partners 
* Active external partners, including businesses and co mmunity 
organizations, are necessary. 


10. Focused Financial Investments 
* Redeploying existing resources is valued. 
* Give financial backers (public and private) incentive to continue 
to invest. 


District leaders require the daily, internal leadership of those within schools 
to facilitate chang e, including principals and teacher leaders. Four issues 
remained in large-scale change efforts: 


1. Student achievement tends to reach a plateau. 
* Need stronger approaches. 


2. More emphasis is needed on the study of change at the high school 
level. 


3. State-level reform policies and strategies are needed. 


4. Issues of centralization and decentralization must be addressed. 
* Districts must develop school capacity so schools can act more 
autonomously. 
* Districts have a moral obligation to intervene in underperforming 
schools. 


The authors cited additio nal factors for co nsideration, including the 
obligation of districts to intervene when necessary to implement school 
change efforts. 
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Hallinger, P., & Heck, R. H. (1996, February). Reassessing the P rinci- 
pal’s Role in School Effectiveness: A Review of Empirical Research, 
1980-1995. Educational Administration Quarterly, 32(1), 5-44. [ Jour- 
nal article]. 


Keywords: Instructional Leadership, School Climate, Organizational Man- 
agement, Student Achievement 


Summary: Review of empirical literature examining the relationship between 
principal leadership behaviors and school effectiveness between the years of 
1980 and 1995 was co nducted. Forty studies met the follo wing criteria for 
selection in the review: 


* The studies were specifically designed to examine principal behaviors 
and the effects of principal leadership; that is, principal leadership was 
one of the independent variables. 

* The studies were required to include an outcome measure of school 
performance as an independent variable. 

¢ Efforts were made to include studies from outside the United S tates 
as well as those within the United States. 


Previous research in the area of principal effectiveness centered primarily on 
student achievement outcomes. It was noted that this relationship is com- 
plex and difficult to validate empirically; however, overall small but positive 
indirect effects of principal leadership on student achie vement have been 
demonstrated. S everal theoretical models w ere used for examinatio n of 
studies between the years of 1980 and 1995: 


* The Direct Effects Model: antecedents of leadership inc lude school 
context and personal characteristics of the principal 

¢ The Mediated Effects Model 

* The Reciprocal Effects Model 


There is co ntinued e vidence that pr incipal leadership impacts school 

effectiveness. Although it was noted that statistial methods for examination 
of empirical data have become more sophisticated following earlier studies, 
a move away from models examining student achie vement as the pr imary 
measure of principal effectiveness is recommended. Principal effectiveness 
appears to be related to complex interactions between contextual variables 
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within the specif ic school envir onment and is thus an ar_ ea for fur ther 
examination. 


Hargreaves, A., & Fink, D. (2003, May). Sustaining Leadership. Phi Delta 
Kappan, 84(9), 693-700. | Journal article]. 


Keywords: Instructional Leadership, Human Resource Management, 
Student Achievement 


Summary: The sustainability of educational change was examined in a five- 
year study of school improvement programs in New York and Canada. His- 
torically, educational changes that have facilitated student learning over time 
have proven difficult to sustain. The authors differentiated between main- 
tainability and sustainability, the latter referring to change that endures over 
time, promotes the growth of all, and is not dependent an a particular school 
leader or external resources. The primary responsibility of the school leader 
is to sustain learning, which is best accomplished with others. Several sugges- 
tions are provided: 


* A culture of shared leadership and responsibility should exist within the 
school. 

* Within a school district, leadership may be horizontal among leaders 
but should become a vertical system at the school level over time. 

* The culture of distributed leadership should extend thr oughout the 
school community, “beyond the principal’s office.” 


Key Points: 


* Sustaining educational change over time has pr esented severe chal- 
lenges for educators. 

* A key challenge is in moving from the implementation to the institu- 
tionalization phase of change. 

* Sustainable improvement is enduring, develops and draws on resources 
and support at a rate in pace with change, doesn't squander resources, 
and requires investment. 

* Sustainability in educational change comprises five key characteristics: 

° Improvement that sustains learning. 
° Improvement that endures over time. 
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° Improvement that can be suppor ted by available or achie vable 
resources. 

° Improvement that doesn’t impact negatively on the surrounding 
environment of other schools and systems. 

° Improvement that pr omotes ecologic al diversity and c apacity 
throughout the educational and community environment. 

* Three aspects of sustainable learning: 

° Leading Learning: Learning must be at the center of e verything. 
High-stakes testing may result in improved results, but not better 
learning. 

° Distributed Leadership: This comprises a network of relation- 
ships among people, structures and cultures—an organic activ- 
ity dependent on interrelationships and connections. 

° Leadership Succession: Sustainable leadership outlives individuals. 

* School leadership is not the sum of its individual leaders. 

* The efforts of all leaders are influenced by their predecessors and have 
implications for their successors. 

* Distributed leadership creates a culture of initiative and opportunity. 


Kythreotis, A., & Pashiardis, P. (1998a). The Influence of School Leadership 
Styles and Culture on Students’ Achievement in Cyprus Primary Schools. 
Nicosia, Cyprus: University of Cyprus (pp. 1-31). [Monograph]. 


Keywords: Instructional Leadership, School Climate, Organizational Man- 
agement, Professionalism, Student Achievement 


Summary: A study conducted in Cyprus primary schools examined the 
relationship between school leadership, culture, and effectiveness. A sam- 
ple of 49 principals was selected for participation on the basis of pereived 
levels of effectiveness. Semi-structured interviews, surveys, and obser va- 
tional data were used, with student achievement scores used as a dependent 
variable. Bolman and Deal’s (1984, 1992, 1997) four lea dership frames 
were used as a co nceptual framework for the study. Seven results were 
revealed: 


1. The direct model of principal influence on student achievement was 
supported. 
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. Lack of influence of teacher leadership styles was noted. 


3. The effects of school and classroom cultures were identified, consis- 


te 


tent with results in other countries. 


. Principal leadership affected students at the class but not the school 


level. 


. Major response differences were noted between principal and teacher 


versions of the questionnaire, with principals supporting the general- 
izability theory in the four frames. 


. Agreement with pr evious studies examining m ultilevel models of 


school effectiveness was evident. 


Agreement with previous school effectiveness studies was confirmed. 


Analyses of the interview data revealed the following shared characteristics 


of primary school leaders in Cyprus: 


Love for the profession 

Continual learning 

Belief in the influence of the principalship 
Risk-taking 

Self-confidence 

Honesty 

Innovation 

Ambition 

Effectiveness in parent-school relations 
Belief in the trait-leadership theory 


Recommendations for further study included obtaining additional empirical 
data on the direct effects model of principal leadership and considering the 
multilevel and multidimensional nature of school culture. 


Lashway, L. (2003, July). Role of the School Leader. Eugene, OR: University 
of Oregon; and Washington, DC: U.S. Department of E ducation/ 
ERIC C learinghouse on E ducational Management. [Evaluative 
report, trends]. 


Keywords: Instructional Leadership, Human Resource Management, 


Organizational Management 
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Summary: Principals must define their role as a lea der and use it to their 
advantage. In a standar ds-oriented age, contemporary visions of lea dership 
can be easily found in the professional standards established by policy- 
makers and practitioners. School leaders in all settings face co mmon chal- 
lenges in meeting expectatio ns. This article addresses these common 
challenges: 


* Providing focused instructional leadership 
° There is unanimous agreement on the importance of instructional 
leadership, but there is no clearly articulated theoretical foundation 
for the construct. 
* Leading change 
° School leaders are change agents. 
* Developing a collaborative leadership structure 
° Collaborative leadership is necessary but c an create ambiguity 
about authority and accountability. 
° For distributed leadership to flour ish, principals must develop 
leadership capacity in teachers and others. 
* Providing a moral center 
° It is important to listen to teachers’ voices. 
° Principals must balance accountability with responsibility. 
Today, leaders attend to the learning of all members of the educ ational 
community. This journey results in new approaches to student and a dult 
learning, internal school accountabilit y and shar ed responsibility, and a 
commitment to the decisions made for school improvement. 


Leithwood, K., Seashore Louis, K. , Anderson, S., & Wahlstrom, K. (2004). 
How Leadership Influences Student Learning. Learning From Research 
Project. St. Paul, MO: University of Minnesota Center for A pplied 
Research and Educational Impr ovement (C AREI); Toronto, ON: 
Ontario Institute for Studies in Education at the University of Toronto 
(OISEUT); and New York: The Wallace Foundation. [Monograph]. 


Keywords: Instructional Leadership, Human Resource Management, Orga- 
nizational Management, Student Achievement 


Summary: Empirical research in effective practices in school leadership and 
the resulting effect on student learning was r eviewed. Effective leadership 
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was described as context-specific, dependent on organizational, student pop- 
ulation, and policy contexts. A conceptual framework was presented, based 
on a systems perspective. In this framework, leadership was viewed as central 
to student learning but was mediated by multiple factors, including state and 
district policy and practices, leadership preparation, school and class condi- 
tions, stakeholder views, and teachers. Three categories of effective leadership 
practices were cited: 


1. Setting Direction 
* Leadership practices in this c ategory account for the larg est 
proportion of a leader’s impact. 
* People are motivated by goals that they find personally compelling, 
challenging, and achievable. 


2. Developing People 
* Contribution of this set of practices is substantial. 
* Direct experiences with those in leadership r oles have the most 
influence on motivation and performance. 


3. Redesigning the Organization 
* Organizational conditions can blunt or wear down educators’ good 
intentions and prevent the use of effective practices. 
* Successful educational leaders develop their districts and school 
as effective organizations that suppor t and sustain the per for- 
mance of administrators and teachers, as well as students. 


The roles of polic y and cultural co ntext were examined with r espect to 
leadership and student learning, The authors concluded that school leadership 
was second only to classroom instruction in the degree of impact on student 
learning, and that effective leadership is critical to school reform. 


Leithwood, K. A., & Riehl, C. (2003, March). What Do We Already Know 
About Successful School Leadership? Washington, DC: AERA Division 
A Task Force on De veloping Research in E ducational Leadership 
(pp. 2-37). [Monograph]. 


Keywords: Instructional L eadership, S chool Climate , Human Resour ce 
Management, Organizational Management, Communication and Commu- 
nity Relations, Professionalism, Student Achievement 
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Summary: Empirical research was reviewed to describe what is known about 
successful school leadership. The core definition of leadership included the 
attributes of providing direction and exercising influence. It was noted that 


in order to positively influence school outcomes, leaders often acted through 


others; leadership effects were therefore primarily indirect in nature. Six asser- 


tions were made: 


1. 


Effective school leadership co ntributes significantly to student 
learning. 
* Learning improves when teachers use appropriate, high-quality 
techniques and a well-crafted curriculum. 
* The impact of educational leadership on student achievement is 
demonstrable. 


. Principals and teachers ar e the primary leadership sources within a 


school. 
* Whether principal or teacher, the effect of leadership on the school 


is evident. 


. Leadership should be distributed throughout the school and school 


community. 
* In additio n to pr incipals and teachers, other pr ofessionals in 
schools and school systems are sources of distributed leadership. 
* With the multilayered and multifaceted nature of the school 
system, distributed leadership is necessary. 


. A core set of leadership practices is valuable in multiple contexts. 


* Setting directions 

* Identifying and articulating a vision 

* Fostering the acceptance of group goals 
* Creating high performance expectations 
* Developing people 

* Offering intellectual stimulation 

* Providing individualized support 

* Providing an appropriate model 

* Redesigning the organization 

* Strengthening school cultures 

* Modifying organizational structures 

* Building collaborative processes 
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5. Effective school leadership practices must acknowledge and respond 
to accountability policies. 

* Market accountability: cr eating and sustaining a competitive 
school. 

* Decentralization accountability: empowering others to make 
significant decisions. 

* Professional accountability: providing instructional leadership. 

* Management accountability: developing and executing strategic 
plans. 


6. Successful school leaders facilitate high levels of school quality, equity, 
and social justice. 


The authors concluded that school leadership was a necessary but insufficient 
component of school improvement in isolation. School leadership practices 
were viewed as varying in different contexts and were most successful when 
the emphasis was on teaching and learning. Gaps in effectiv e leadership 
literature were cited, including the examination of how school leaders c an 
best balance school management and leadership responsibilities. 


LoVette, O., Watts, S., & Hood, J. (2000, November). 4n Investigation of 
Teachers’ Perceptions of Their Principals’ “Delegation” and “Relationships” 
Behavior. United States Department of Education: Education Resources 
Information Center (E RIC), (pp. 2-31). P aper presented at the 
annual meeting of the Mid-South Educational Research Association. 
[Monograph] 


Keywords: School Climate, Human Resource Management, Organizational 
Management, Professionalism 


Summary: The delegation and relationship skills of principals were evaluated 
by 93 graduate students in a Louisiana school leadership program using a 
survey. Research questions were designed to differentiate between several 
comparison groups of principals—female and male, younger and older, ele- 
mentary and secondary, principals of smaller and larg er schools—as well as 
to determine whether those with sting “delegation” skills were also perceived 
as having stronger “relationship” skills. Results indicated that age was the most 
significant variable in the study, with younger principals exhibiting greater 


204 


Qualities of Effective Principals 





delegation behaviors as well as possessing characteristics that resulted in bet- 
ter relationships with their staffs. Female principals were perceived to possess 
a greater degree of delegation skills, but the difference between genders on 
relationships was not significant. School level and student enrollment did not 
significantly affect the delegatio n and relationship skills amo ng principals. 
Recommendations for principal training programs were provided, including 
those that foster teacher empowerment. 


Key Points: 


* Top-down management can result in negative attitudes and less secep- 
tion to reform initiatives. 

* Teacher commitment is linked to supportive principal behaviors. 

* Research suggests that delegating leadership and building relationships 
is the best way to engage teachers, which results in effectively reach- 
ing goals. 


Manasse, A. L. (1985, Januar y). Impr oving Conditions for P rincipal 
Effectiveness: Policy Implications of Research. The Elementary School 
Journal, 85(3), 339-463. [ Journal article]. 


Keywords: School Climate, Organizational Management, Professionalism, 
Student Achievement 


Summary: Research on principal effectiveness prior to 1985 was reviewed, 
including specific discussion regarding what principals do on a daily basis. 
Methodological problems in early studies were noted. Factors characteristic 
of eftective schools were directly or indirectly related to principal eftectiveness 
and included high expectations for student achievement, a conducive learn- 
ing climate, emphasis on skills, monitoring of student pr ogress, and a high 
level of administrative leadership. Early school leadership research revealed 
that approximately 80 percent of principals’ work involved personal inter- 
action with others, while approximately 20 percent involved administrative 
duties such as phone calls and desk work. While both elementary and second- 
ary principals spent more time with students than others,elementary princi- 
pals spent more time with students than secadary principals, and secondary 
principals spent more time in meetings. Similarities in studies indicated that 
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principals’ work was fragmented, with many unplanned verbal interactions 
and multiple demands on their time during a school day. Findings were con- 
clusive regarding the importance of the principal during implementation of 
change. Educational policy implications were suggested based on review of 
the research. 


Key Points: 


* Though there is a lack of a single definition of effective principals, there 
is agreement about certain qualities that indicate effectiveness: strong 
academic performance, sense of purpose, and positive response among 
school communities. 

* Characteristics of effective schools (directly related to principal effec- 
tiveness) are described as 

° Strong administrative leadership. 

° Climate conducive to learning. 

° Schoolwide emphasis on skills. 

° High teacher expectations for student achievement. 
° Systematic monitoring of pupil performance. 

* Principal behavior can be categorized into three role clusters: inter- 
personal, informational, and decisional. 

* Effective principals are likely to have a clear sense of their o wn 
strengths and weaknesses, high energy levels, strong communication 
skills, an analytic approach to problem solving, human relations skills, 
and a high tolerance for stress. 


Marks, H. M., & Printy, S. M. (2003, August). Principal Leadership and 
School Performance: An Integration of Transformational and Instruc- 
tional Leadership. Educational Administration Quarterly, 33), 370-397. 
[ Journal article]. 


Keywords: Instructional Leadership, Human Resour ce Management, 
Organizational Management, Student Achievement 


Summary: School leadership relations between principals and teachers 
were examined in a study designed to co nsider the effect of instr uctional 
collaboration on teaching quality and student performance. Qualitative and 
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quantitative methods were used to study 24 restructured elementary and sec- 
ondary schools. Considerable variation was found in the degr ee to which 
instructional and transformational leadership behaviors were exhibited in dif- 
ferent schools. In schools that laded transformational leadership, an absence 
of shared leadership was evident. The authors surmised that strong transfor- 
mational leadership was essential in suppor ting teacher commitment. The 
importance of integrated leadership, a pairing of instructional and transfor- 
mational leadership, was discussed. Effective integrated leadership was deter- 
mined to enhance teacher leadership and school performance. 


Key Points: 


* Shared instructional leadership involves the active collaboration of 
principals and teachers on curriculum, instruction, and assessment. 

* A broader view of instructional leadership includes all functions that 
contribute to student learning. 

* Shared instructional leadership has teachers taking r esponsibility for 
their own professional growth and instructional improvement. 

* The authors of the study hypothesize that transformational leadership 
is necessary but not sufficient for principal effectiveness. 

* Transformational leadership emphasized the ingredients of change: 
ideas, innovation, influence, and consideration for the individual in the 
process. 


Marzano, R. J., Waters, T., & McNulty, B. A. (2005). School Leadership That 
Works: From Research to Results. Alexandria, VA: Association for Super- 
vision and Curriculum Development; and Aurora, CO: Mid-continent 
Research for Education and Learning (McREL). [Book]. 


Keywords: Instructional L eadership, S chool Climate , Human Resour ce 
Management, Organizational Management, Communication and Commu- 
nity Relations, Professionalism, Student Achievement 


Summary: Meta-analysis of research over 35 years was conducted in order 
to quantify the relationship between school leadership and student achieve- 
ment. Of approximately 5,000 articles and studies that a ddressed school 
leadership, 69 were quantitative in nature and included in the meta-analysis. 
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The authors noted that the pr evious estimated corr elation between school 
leadership and student a chievement (Leithwood et al., 2004) was betw een 
.22 and .25. Twenty-one responsibilities of school leaders were provided along 
with their corr elations to student achie vement. These were subsequently 
ranked by the degree of their relationships to first-order (incremental) 
and second-order (complex) change. Comparison was made between the 
21 responsibilities and Cotton's (2003) 25 leadership practices. Based on the 
meta-analysis, a five-step plan for effective school leadership was descr ibed 
and inc luded sugg estions for distr ibution of lea dership r esponsibilities 
throughout the organization. 


Mazzeo, C. (2003). Improving Teaching and Learning by Improving School 
Leadership. Washington, DC: National Governors Association Center 
for Best Practices (pp. 1-10). [Issue brief]. 


Keywords: Instructional Leadership, Organizational Management, Pro- 
fessionalism 


Summary: This issue brief summarized research on what effective school 
leaders do and the continued need for school leaders. The author called for 
enhanced licensure, preparation, and principal professional development, 
indicating that most state leadership policies and practices are outdated and 
inadequate for the needs of current leaders. Three primary leadership roles 
were suggested that promote student learning: Principal as Entrepreneur, 
Principal as Organizer, and Principal as Instructional Leader. Reform efforts 
in several states were described, with recommendations on immediate and 
long-term actions for policymakers provided. The importance of revisions in 
principal leadership development was described. The author indicated that 
states should hold providers accountable for linking principal training, school 
change and improvement, and consequently, student learning. 


Key Points: 


* Policymakers have recommended three key areas for improvement in 
preparing and developing principals: 
° Licensure: remove barriers so talented individuals c an enter the 
profession. 
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° Preparation: allow and expand alternativ e preparation programs 
and develop a system of accreditation. 

° Professional development: use No Child Left Behind legislation 
to assess practices in lo w-performing schools and move toward 
more effective, research-based professional development. 

* Three primary roles that promote student learning: 

° Principal as Entrepreneur: develop and sustain a focus am instruc- 
tional improvement while protecting teachers from outside 
intrusions. 

° Principal as Organizer: bring innovative individuals and ideas, 
programs, and strategies that c an improve teaching while also 
reforming. Engage internal and external par tners in improve- 
ment efforts. 

° Principal as Instructional Leader: build data-driven professional 
communities where every individual is committed to and account- 
able for improving student learning. 

* Professional development for school leaders m ust be a priority and 
should include a focus on 

° Student learning and problems practitioners face. 

° Reinforcing and sustaining group work and collaboration among 
teachers. 

° Linking directly with day-to-day practices in schools and c lass- 
rooms. 

° Sustaining a consistency of focus over time. 

° Using feedback from teaching and learning to inform pr ogram 
development and evaluation. 


McGhee, M. W.,, & Nelson, S. W. (2005, January). Sacrificing Leaders, Vil- 
lainizing Leadership: How Educational Accountability Policies Impair 
School Leadership. Phi Delta Kappan, 86(5), 367-375. | Journal article]. 


Keywords: Instructional Leadership, Human Resource Management, 
Student Achievement 


Summary: The impact of high-stakes accountability on school leaders was 
described, based on the accounts of three accomplished Texas principals who 
were removed from their positions based on preliminary standardized test 
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scores. From their experiences, three themes emerged: Accomplished Careers, 
Without Warning, and From Collaboration to Isolation. All of the principals 
had exhibited impressive accomplishments, were not employed under per- 
formance contracts, and were suddenly removed from their jobs based o n 
data from a single test.In two of three cases, the preliminary data were incor- 
rect and the schools were not in fact“low-performing.” Each principal noted 
lack of shared accountability from division staff and la ck of access to their 
superintendents. Because the schools ser ved diverse student populations, 
the authors speculated that such principals may be more vulnerable in terms 
of job security. Likewise, the authors speculated on the possible differences 
in job security in labor union states and those with str ong professional 
organizations. 


Key Points: 


* The professional isolation of principals can be devastating. 

* The study emphasizes the negative implications of having test scores 
drive decision making with regard to principal effectiveness and job 
security. 

* The Risk of Serving the At-Risk: suggests that principals serving more 
diverse populations are at a higher r isk for removal if test scor es are 
not acceptable. If this is the case, how will these schools attract high- 
quality, effective principals? 

* Fall from Grace: shifting the focus to test scores shifts the focus away 
from collaboration, support, and professional development. 


Mendel, C. M., Watson, R. L., & MacGregor, C. J. (2002, October 6). 4 
Study of Leadership Behaviors of Elementary Principals Compared with 
School Climate. Paper presented at Southern Regional Council for Edu- 
cational Administration. Kansas City, MO. [Research report]. 


Keywords: Instructional Leadership, School Climate, Organizational 
Management 

Summary: This research report described a study of school leadership styles 
and the relationship to school climate in 34 southwest Missouri schools. Three 
leadership styles were described: directive, nondirective, and collaborative. 
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Surveys of 169 teachers w ere conducted. Teacher perception was that the 
majority of principals exhibited a collaborative style. Those principals also 
had the highest school dimate scores. Directive principals were found to have 
the lowest average score for school climate. The importance of a collabora- 
tive leadership style was reiterated. 


Key Points: 


+ A principal’s leadership style may affect the morale and poductivity of 
teachers, as well as the entire climate of the school. 

Collaborative leadership styles are the ones in which administrators 
and teachers routinely work together to promote effective teaching and 
learning. 

Directive leadership styles view the principal as having authority and 
knowing more about improving instruction than the teachers. 
Nondirective leadership styles are the ones in which teachers are left to 
observe, identify problems, and offer solutions about instruction, with- 
out any input from the principal. 

Based on the findings of the study, the author contends that collabo- 
rative leadership is the most desirable leadership style. 


Painter, S. R. (2000). Principals’ Efficacy Beliefs About Teacher Evaluation. 
Journal of Educational Administration, 38(A4), 368-378. [ Journal article]. 


Keywords: Teacher Evaluation 


Summary: A survey of elementary and middle school principals was 
conducted to assess principal beliefs of self-efficacy in the evaluation of 
low-performing teachers. Principal surveys were administered to selected 
elementary and middle school principals in a western state, with a return rate 
of 38 surveys (54 percent). Principals confirmed the importance of handling 
low-performing teachers and were found to be confident in their supervisory 
skills. Although principals did not significantly endorse a tendency to avoid 
or delay difficult supervisory issues, there was a greater tendency to view this 
as an area of concern than the issue of self-efficacy ratings. Perception of sup- 
port from higher administrative supervisory levels was rated as adequate, with 
a perception of slightly less support from school boards. Areas for future 
research were reviewed. 
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Key Points: 


* The responsibility for remediating the performance of low-performing 
teachers or removing them falls on school principals. 


Regardless of the assessments of outside obser vers and e valuation 
experts about the factors that enable or disable effective evaluation, the 
beliefs and attitudes of principals themselves about these factors as well 
as their beliefs about their own skills and abilities are likely to impact 
substantially the effective implementation of evaluation policies for the 
removal of incompetent teachers. 


Self-efficacy on the part of the principal is considered to be a key fac- 
tor in the principal’s ability to manage low-performing teachers. 


Though the majority of principals expressed confidence in their own 
skills and abilities in executing the evaluation process, they indicated a 
number of reasons for delaying or avoiding action (most common to 
least common): 

° Demands on time 

° Legal requirements 

° Social factors 

° Personal adequacy 
* Principals felt supported by their district offices. 


Peterson, K. D. (2000b). Teacher Evaluation: A Comprehensive Guide to New 
Directions and Practices (2nd ed.).' Thousand Oaks, CA: Corwin Press. 
[Book]. 

Keywords: Teacher Evaluation 


Summary: A comprehensive review of theories, techniques, and practices for 
effective teacher evaluation. Five areas are discussed: 


. Thinking About Teacher Evaluation 
. Multiple Data Sources for Teacher Evaluation 
. Tools for Improved Teacher Evaluation 


. Evaluation of Other Educators 


na BW bw eR 


. School District Responsibilities and Activities 
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Portin, B., Schneider, P.. DeArmond, M., & G undlach, L. (2003, 
September). Making Sense of Leading Schools: A Study of the School 
Principalship. Seattle, WA: Center on Rein venting Public Educa- 
tion. [Report]. 


Keywords: Instructional L eadership, S chool Climate , Human Resour ce 
Management, Organizational Management, Communication and Commu- 
nity Relations 


Summary: This report on the nature of the pr incipalship was one of five 
research projects funded by the Wallace Foundation to examine the behav- 
iors necessary for leading a school.In-depth interviews were conducted with 
administrators and teachers in 21 schools across four cities and four states,and 
included elementary and secondary public, private, and magnet schools. The 
research was guided by three areas of inquiry: the core roles played by prin- 
cipals, how these r oles varied across the differ ent kinds of schools, and 
whether current principal preparation programs are adequate for addressing 
the demands of the role. Five major conclusions are described: 


1. The core of the principal's role is to determine the unique needs of the 
school and find the resources to address them. 


2. Seven leadership areas are suggested as critical, regardless of the type 
of school: 

* Instructional: guiding curriculum and modeling teaching practice. 
Cultural: reinforcing the importance of creating a school climate 
and sense of tradition that supports the goals and commitments of 
the school. 

Managerial: fiscal management. 
Human Resource: getting and keeping the right staff, professional 
development. 


Strategic: creating and promoting a vision and mission. 

External Development: marketing and fundraising. 
Micropolitical: “the strategies by which individuals and groups in 
organizational contexts ...use .. . authority and influence to fur- 
ther their interests.” 


3. Principals have the responsibility of ensuring that all se ven areas of 
leadership are addressed, but this may occur through delegation and 
shared leadership. 

* Jazz Band Leader: utilizes assistant principals and teachers 
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* Orchestra Conductor: utilizes headmasters, heads of upper and 
lower schools and other teachers 


4. The governance structure of the school affects the way that leadership 
functions are performed. 
* Governance structure can limit the ability to share leadership. 


5. Principals generally relate that they learned essential leadership skills 
“on the job.” 

* Topics that principals wish had been covered in their training pw- 
grams include conflict resolution, cultural sensitivit y, problem 
diagnosis and solving, organizational theory, and most of all,busi- 
ness and financial administration. 


The report suggests that a variety of school leadership skills are necessary for 
school success and may depend a the needs of the school.It is suggested that 
the findings of the report are appropriate for policymakers at various levels in 
order to support, rather than discourage, the development of effective school 
leaders. 


Prestine, N. A., & Nelson, B. S. (2003, April). How Can Educational Lead- 
ers Support and P romote Teaching and Lear ning? New Conceptions of 
Learning and Leading in Schools. Task Force for the Development of an 
Agenda for Future Research on Educational Leadership. Paper pre- 
sented at the Annual Meeting of the Amer ican Educational Research 
Association, Chicago. [Monograph]. 


Keywords: Instructional Leadership 


Summary: Recent research was reviewed in teaching and learning as well as 
the ways in which inv olvement of school leaders pr omoted teaching and 

learning. Historically, varying views existed on the nature of teaching and 

learning and the def inition of educ ational leadership. General co nsensus 
emerged of what leadership behaviors castitute instructional leadership, but 
less information was available o n the ow and why aspects of instr uctional 
leadership. The importance of“jointedness, or mutual participation of teach- 
ers and leaders in professional development,” was discussed as well as the 

need for school leaders to possess some degree of content knowledge. The 
authors called for additional empirical research in distributed leadership and 
in teaching and learning issues. Additionally, they advocated construction of 
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school organizational and leadership f rameworks based on learning theory 
rather than the reverse, which has been the prevalent framework historically. 


Key Points: 


* New conceptions of learning and teaching in schools equire new con- 
ceptions of leadership. 

* Although the concept of instructional leadership seems to do minate 
the literature, a clear definition of instructional leadership is lac king. 
The authors suggest that until it is identified and articulated, instruc- 
tional leadership will have little probative value for meaning ful 
improvement in schools. 


Reed, C. J.. McDonough, S., Ross, M., & Robichaux, R. (2001, April). Prin- 
cipals’ Perceptions of High Stakes Testing on Empowerment. United States 
Department of Education: Education Resources Information Center 
(ERIC), (pp. 2-26). Paper presented at the Annual Meeting of the 
American Educational Research Association, Seattle, WA. [Report]. 


Keywords: Instructional Leadership, Organizational Management, Student 
Achievement 


Summary: The effect of high-stakes testing o n principal perceptions of 
empowerment and morale was examined in a qualitative study with 26 prin- 
cipals in South Florida. The study was conducted to assess the influence of 
these accountability mandates on leadership, teaching and student learning, 
and school morale. The schools selected met specif ic criteria and had been 

given letter grades of A to F o n student achievement. The importance of 
school leaders in establishing an effective learning environment was discussed. 
Principals’ perceptions of their abilities to positiv ely affect their r espective 
schools significantly affect interactions with teachers and ther efore student 
learning. Although differences were noted regarding the impact of standard- 
ized testing on individual schools, principals overwhelmingly indicated that 
it negatively influenced teaching and learning as well as their ability to lead 
their schools. Four conclusions were reached regarding the effect of high- 

stakes testing on principal empowerment and the learning environment: 


1. The complexity of school leadership necessitates shared decision 
making. 
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2. Trust must be established amo ng all stakeholders, including policy- 
makers, school leaders, teachers, parents, and students. 


3. Despite the pressure of high-stakes testing, many principals engage in 
shared decision making. 


4. In the face of high-stakes accountability, principals are better able to 
maintain an optimistic outlook when potential problems are viewed 
as challenges. 


Key Points: 


Most principals and teachers feel pressure to have their students do 
well on high-stakes standardized tests. 
High-performing schools place less pressure on their teachers to per- 


form well on standardized tests. 


Moderately performing schools were greatly concerned about test 
scores. 


Low-performing schools spoke of high mobility rates and no n- 
English-speaking students. 
Principals indicated that what happens every day in classrooms is not 


always reflected in test scores. 

How principals perceive their own ability to make a differ ence in 
their school greatly influences the way they interact with teachers 
and others. 


Ruebling, C. E., Stow, S. B., Kayona, F. A., & Clarke, N. A. (2004, 
Spring). Instr uctional L eadership: An Essential Ingr edient for 
Improving Student Learning. The Educational Forum, 68, 243-252. 
[Journal article]. 


Keywords: Instructional Leadership, Student Achievement 


Summary: The role of school leaders in ensuing student achievement of cur- 
riculum was studied by reviewing curriculum development work that had been 
conducted nationwide in a number of school divisions. The study was designed 
to determine the degr ee to which mathematics and languag e arts curricula 
were being effectively implemented, and it consisted of three components: 
administrator interviews, teacher surveys, and classroom observations. 
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Results revealed poor teacher understanding and implementation of the new 
curricula and assessments. A follow-up study was then conducted two years 
later by trainers from the School Improvement Model Center (SIM) at Iowa 
State University. Curriculum implementation in the states of Florida, Geor- 
gia, Indiana, Arizona, and New York was examined. The absence of several 
leadership behaviors was evident and was likely to have affected the results. 
These included lack of leader par ticipation in the curr iculum development 
and implementation phases, not holding teachers accountable for implemen- 
tation, and general lack of knowledge regarding assessment and student per- 
formance. The authors note se veral implications for school impr ovement 
related to the school leader’ role in curriculum implementation, assessment, 
and student learning. 


Key Points: 


* The authors suggest that a necessary, but missing, ingredient for satis- 
factorily achieving learning r esults is effectiv e leadership behavior 
related specifically to developing and monitoring the implementation 
of curriculum. 

* The authors suggest a number of ways that principals can improve on 
the results of the study: 

° Participate actively in the development of curriculum. 

° Provide oppor tunities, tools, and r esources for all teachers to 
understand and use new curriculum and assessments. 

° Hold teachers, students, and themselves accountable for achieving 
results. 


Ruff, W. G., & Shoho, A. R. (2005, August). Understanding Instructional 
Leadership Through the Mental Models of Three Elementary School 
Principals. Educational Administ ration Q uarterly, 41 (3), 554-577. 
[ Journal article]. 


Keywords: Instructional Leadership 


Summary: An empirical case study of three urban elementary principals was 
conducted. It used a qualitative collective case study design to examine dif- 
ferences in mental models of expetienced and novice principals. Leithwood’s 
1988 framework on principal duties was cited and indic ated that the 
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relationship between principal practices and internal mental processes is a crit- 
ical but neglected area of study when examining the work of the principal. Of 
the four leadership dimensio ns described by Leithwood and Montgomery 
(1986), significant qualitative differences have been found between effective 
and typical principals. Effective principals exhibited student-centered goals 
and strategies focused on student achievement as well as proactive, consis- 
tent, and participatory decision making. Results of the ase studies indicated 
that the mental model of the typical experienced principal reflects an inter- 

nal locus of control, with a student-centered standard of assessment as opposed 
to external accountability measures guiding assessment. Results also showed 
an organizational rather than personal orientation toward school leadership. 

The importance of consideration of the mental models of all school leaders 

within a system is emphasized due to the potential ability to expand or limit 
organizational effectiveness and levels of student achievement. 


Key Points: 


* The construct of a mental model aligns with the pheno mena previ- 
ously observed by others in researching the cognitive processes of edu- 
cational leaders. 

* Research questions guiding this study were (1) What are the men- 
tal models used by urban elementary school principals? and (2) How, 
if at all, do mental models var y with differences in reputation and 
experience? 

* Three levels of pr incipal experience were defined as the “Rookie” 
(novice), the “Experienced School Captain” (typical), and the “Distin- 
guished Principal” (effective). 


Simkins, T. (2005). Leadership in E ducation: “What Works” or “What 
Makes Sense”? Educational Management Administration and Leadership, 
33(1), 9-26. [ Journal article]. 


Keywords: Instructional Leadership, Organizational Management 


Summary: Traditional and emerging appr oaches to leadership w ere com- 
pared. In traditio nal views, leadership was co nsidered to be individualistic, 
hierarchically based, and more important than management, and was the 
result of leaders “doing something” to followers. Emerging approaches of 
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leadership recognized the importance of context and allowed that leadership 
is a complex process involving many individuals. Leadership was one of many 
factors affecting organizational performance. The leadership and manag e- 
ment distinction was unnecessary because leadership was o nly one factor 
among others within a social sy stem. The policy context of leadership was 

considered, concluding with identification of six dimensions of sense making 
for school leaders. 


Key Points: 


* Leadership is considered a key factor if not the only factor in the suc- 
cess or failure of an educational organization. 

* Six areas of sense making include 

° Making sense of the ways in which leadership itself is conceived. 

° Making sense of the role and purposes of the organization within 

a dynamic and conflictual policy environment. 

° Making sense of the ways in which leadership roles are changing 

and should change. 

° Making sense of the way s in which po wer and authority are 

and should be co nstituted and distr ibuted in educ ational 

organizations. 





fe} 


Making sense of “other worlds” across interprofessional and orga- 
nizational boundaries. 
° Using leadership development to understand sense making itself. 


Spillane, J. P. (2005, September). Primary School Leadership Practice: How 
the Subject Matters. School Leadership and Management, 25(4), 383-397. 
[ Journal article]. 


Keywords: Instructional Leadership, School Climate 


Summary: The Distributed Leadership study in Chicago elementary schools 
was used as a basis for examinatic of the degree and nature of differences in 
instructional leadership by subject area. Observational and interview data in 
K-5 and K-8 schools were reviewed, with the conclusion that subject matter 
had a significant influence on teacher practice and the natur e of leadership 
involvement. Typical leadership descriptions have discussed responsibility for 
curriculum in “subject-neutral” terms, when in daily practice the areas of read- 
ing and mathematics pr edominate. Although leaders viewed reading and 
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mathematics as the central elements in school curtculum, differences existed 
in the ways in which instr uctional leadership was implemented in the tw o 
subject areas. Reading was treated as subject matter that per vaded all other 
subjects and was therefore integrated throughout the day. Mathematics was 
viewed as important due to standardized assessment requirements and treated 
as a “stand-alone” subject. Teachers and leaders relied more on internal expert- 
ise and shared leadership in reading areas but more on external expertise and 
less shared leadership in areas of mathematics. The author concluded that in 
elementary school leadership practices, social str ucture must be considered 
and that there are differences in the types of leadership evident across differ- 
ent subject areas. 


Spillane, J. P., Halverson, R., & Diamond,J. B. (2001, April). Investigating 
School Leadership Practice: A Distr ibuted Perspective. Educational 
Researcher, 30(3), 23-27. [| Journal article]. 


Keywords: Organizational Management 


Summary: A four-year longitudinal study was co nducted and analyzed in 
13 Chicago elementary schools in order to gain understanding of how school 
leadership works in daily practice. Leadership practices in urban elementary 
schools were examined during changes in mathematics, science, and literacy 
instruction with leadership practice in the school being the unit of anal ysis 
rather than examination of the individual leader The authors contended that 
the definition of leadership suggests a transformational leadership perspec- 
tive, and they argued that school leadership is distibuted over social and sit- 
uational contexts within the school and acr oss multiple leaders. The study 
analyzed school leadership practice thr ough leadership functions at the 
school level, emphasizing the importance of the sociocultural co ntext. 
Implications for future research are suggested, emphasizing development 
of leadership expertise that is context- and task-specific and distributed with 
several school leaders rather than an individual leader. 


Key Points: 


* Distributed theory of leadership is built ar ound four ideas: leader- 
ship tasks and functio ns, task enactment, social distribution of task 
enactment, and situational distribution of task enactment. 
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* Leadership inv olves the identif ication, acquisitio n, alloc ation, 
coordination, and use of the social,material, and cultural resources 
necessary to establish the conditions for the possibility of teaching 
and learning. 


Stronge, J. H. (Ed.). (2006a). Evaluating Teaching: A G uide to Current 
Thinking and Best Practice (2nd ed.). Thousand Oaks, CA: Corwin 
Press. [Book]. 


Keywords: Teacher Evaluation 


Summary: Multiple authors discuss the importance of teacher effectiveness 
in overall school effectiveness and student achievement. The text is divided 
into three parts: 


1. Designing a Teacher Evaluation System 
* Teacher roles and responsibilities 
* Personnel evaluation 
* Legal considerations 


2. Assessing Teacher Performance 
* Classroom-based assessments 
* Client surveys 
* Student achievement 
* Portfolios 
* Self-evaluation 
* Use of multiple data sources 


3. Implementing the Teacher Evaluation System 
* Conducting a successful evaluation conference 
* Dealing positively with a nonproductive teacher 
* Professional development 


Tucker, P. D., & Tschannen-Moran, M. (2002). School Leadership in an Era 
of Accountability. Richmond, VA: Commonwealth Educational Policy 
Institute, Virginia Commonwealth University (pp. 1-21). [Monograph]. 


Keywords: Instructional Leadership, Human Resource Management, Orga- 
nizational Management, Professionalism 
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Summary: An overview of the current status of principalship in Virginia and 
a synthesis of challenges in the field were presented. Based on national and 
state-level data, four major concerns regarding principalship and policy ini- 
tiatives in each area were described: 


1. Working conditions 

* Challenges include extensive time demands, increased expecta- 
tions for instructional leadership and operational management, 
lack of administrative and clerical support, insufficient authority to 
effect change, increased organizational challenges, increased stress, 
and inadequate compensation. 

* Policy initiatives include: restructured roles, allocation of more per- 
sonnel, increased author ity and flexibilit y, salar y benchmarks, 
portable benefits, incentives, and recognition programs. 


2. Shortages 

* Challenges include anticipated shor tages, retirements, attrition, 
difficulty attracting high-quality candidates, and lack of diversity. 

* Policy initiatives include identification of talent within schools, 
sponsorship of talented pr ospective leaders, financial support for 
training in exchange for service commitments, statewide recruit- 
ment efforts, establishment of a pr incipal scholarship loan pr o- 
gram, and strategies to retain excellent principals. 


3. The need for adaptatio n of current administrator preparation pro- 
grams to meet changing demands 

* Challenges include recognizing that leaders must be knowledge- 
able in the core technology of schools, preparation programs need 
to link theor y to practice , novices need to co mplete enriched 
internship experiences, and pr ospective school leaders need to 
hone skills in distributed leadership. 

* Policy initiatives include redesigned university-based preparation 
programs, standards-based evaluation, use of performance-based 
assessments, and multiple licensure routes. 


4. Professional development needs 
* Challenges include fast-paced changes in federal and state pr o- 
grams, new skills needed to suppor t expanded role expectations, 
and lack of systematic coaching. 
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* Policy initiatives include induction year with mentorship, execu- 
tive coaching , leadership ac ademies, collaborative pr ofessional 
development councils, and improved support network. 


Although effective instructional leadership was noted to be an essential part 
of the principal’s role, multiple and increasing job demands often prevented 
principals from having enough time to de vote to this ar ea. The need for 
additional resources was cited to address increased responsibilities and time 
demands in order to focus on student learning. The authors called for 
multiple stakeholders to work collaboratively and systematically to address 
the challenges evident in leadership quality and quantity. 


Usdan, M., McCloud, B., & Podmostko, M. (2000). Leadership for Student 
Learning: Reinventing the Principalship. Washington, DC: Institute for 
Educational Leadership (IEL). [Task force report]. 


Keywords: Instructional Leadership, Communication and Community Rela- 
tions, Professionalism 


Summary: The changing nature of school pr incipalship and the need for 

qualified school leaders to str engthen student learning was suppor ted in 
review of the literature. The traditional conception of principal as middle 
manager has evolved, and principals must now focus on student learning and 
find alternative ways to handle other building responsibilities. Although evi- 
dence has indicated that there is an adequate supply of trained candidates for 
the position of principal, many of those with credentials have declined to pur- 
sue the principalship. The task force recommended three critical changes: 


1. Fill the pipeline with effective school leaders. 
2. Support the profession. 
3. Guarantee quality and results. 


Although improvements and policymaking have traditionally taken place at 
the state and local levels, the Interstate School Leaders Licensure Consortium 
(ISLLC) has recently become actively involved in efforts to improve principal 
standards and practice. The authors indicated that new models of school 
leadership have become necessary to address the multiple job demands of 
principals. 
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Key Points: 


* Twenty-first-century principals are called upon to adopt the r oles of 
instructional, community, and visionary leadership. Leadership for stu- 
dent learning is the priority that connects and encompasses all three. 

* Support the profession: areas of focus inc lude professional develop- 
ment, better pay and recognition, “doability” of job, and autonomy and 
authority. 

* Guarantee quality and results: areas of focus include principal evalua- 
tion, accountability, and lack of adequate data and knowledge. 


Villani, C. J. (1997, March). The Interaction of Leadership and Climate in 
Three Urban Elementary Schools. Paper presented at the annual meet- 
ing of the Amer ican E ducational Resear ch Association, Chicago 
(pp. 3-35). [Evaluative report]. 


Keywords: Instructional Leadership, School Climate 


Summary: The role of leadership behaviors of elementary principals and the 
effect on school climate were studied in thr ee urban Connecticut schools. 
Climate surveys were administered, and schools w ere rated as “open” or 
“closed” in terms of c limate. Qualitative methods, including field observa- 
tions and interviews, were used to study lea dership behaviors in relation to 
school climate in “open” and “closed” schools. The characteristics of principal 
strength and security were examined as well as principal influence on teacher 
behaviors and productivity. Results indic ated that the factors of principal 
strength and secur ity affected school c limate and influenced teachers and 
their interactions. It was concluded that school climate affected teacher pro- 
ductivity and therefore also affected student learning. 


Key Points: 


* The following traits were found to be indicative of an open climate 
(strong and secure principals): vision with clear and reasonable goals, 
effectively utilized personnel, cohesive work environment, open 
communication, opportunities for collaboration, conviction in philos- 
ophy, ability to stand up for belief, and a buffer for staff from outside 


criticism. 
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* The study revealed that support, collegiality, and collaboration alone 
are necessary but not sufficient to create an open school c limate. 
The attributes of strength and security have an effect on principal 
effectiveness. 

* The climate of the school is directly related to teacher productiv- 
ity, which directly affects the qualit y of education that students 
receive. Therefore, creating an open and productive climate is vital 
for principals. 


Waters, T., & Grubb, S. (2004). Leading Schools: Distinguishing the Essential 
from the Important. Denver, CO: Mid-continent Resear ch for Educa- 
tion and Learning (McREL) (pp. 1-12). [Report]. 


Keywords: Professionalism, Student Achievement 


Summary: The importance of principals being able to differentiate between 
important and essential responsibilities related to student achie vement 
was described. Principal standards developed in the 1990s identif ied 
responsibilities, functions, and practices impor tant for principals. These 
standards reflected the complexity and number of tasks in which pr in- 
cipals were engaged, but did not distinguish betw een those that w ere 
important and those that w ere essential to impr oving student learning. 
Through the use of meta-analysis, 66 leadership practices used to fulfill 
21 school leadership responsibilities were obtained. Results revealed that 
both the positive and negative impact of principal leadership on student 
achievement was evident. The authors emphasized the impor tance of 
being able to identify practices that ar e most likely to improve achieve- 
ment. The need for first-order and second-order changes, respectively 
consistent or inconsistent with current norms and knowledge, depended 
on the individual organization. Knowledge of which forms of change were 
needed was described as critical to whether achievement would be posi- 
tively or negatively affected. The authors noted that curr ent perform- 
ance standards reinforce the view of the principal as solely responsible for 
school success. Implications for pr incipal preparation programs were 


described. 
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Witziers, B., Bosker, R., & Kr uger, M. L. (2003, August). E ducational 
Leadership and Student Achievement: The Elusive Search for an Asso- 
ciation. Educational Administration Quarterly, 39(3), 398-425. [ Journal 
article]. 


Keywords: Professionalism, Student Achievement 


Summary: An overview and meta-analysis of principal impact on student 
achievement was examined, including discussion of both the direct and indi- 
rect effect models. Results revealed an overall small direct effect of principal 
leadership, with no direct effect at the secondary level. Limitations of research 
on the direct effect model were discussed. Review of previous research 
revealed a greater degree of support for the indirect effects model. The authors 
suggested additional research to clarify the concept of instructional leadership, 
as well as to provide additional insight into the effect of school cultur es on 
student outcomes and the school leaders role regarding school culture. Addi- 
tional research is also needed in the indir ect effect model, and the authors 
cautioned that improved methodology is needed in future studies. The arti- 
cle suggests that research over the past 20 y ears has raised mor e questions 
about the relationship between leadership and student achievement than it 
has clarified. 
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curriculum developers, and other instructional 
leaders. This ever-growing organization is 
dedicated to learning and teaching and the 


success of each student. 
Members receive the award-winning magazine 
Educational Leadership and many other valuable 


benefits, including books like this one. 


Memberships are available from as low as US$29. 


Join ASCD Today! 


To learn more, go to www.ascd.org/learnmore 







or call (toll-free in the United States and 


Canada): 800-933-ASCD (2723) or 
703-578-9600. 





1703 North Beauregard Street, Alexandria, VA 22311-1714 USA 


